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ABSTRACT 
SHARED INSTRUCTIONAL LEADERSHIP: THE ROLE OF THE PRINCIPAL 
IN A MENTOR TEACHER PROGRAM 
MAY 1992 
MARJORIE POWELL, B.S., NORTHEASTERN UNIVERSITY 
M.Ed., BOSTON STATE COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Robert R. Wellman 
Numerous national reform reports have been written about the quality 
of teacher education. Improving the skills of beginning teachers has been a 
major area of concern to educators and legislators. In order to address the 
issues of improving teacher training, teacher performance and teacher 
retention, mentor teacher programs have been developed. Since beginning 
teachers have much to learn about the teaching/learning process, becoming a 
fully competent teacher can be facilitated during the early stages of 
professional development by a mentor teacher. 
Principals have played a critical part in this process. However, there is 
an absence of literature on their role in the induction of beginning teachers. 
The purposes of this study were to determine the impact the principal makes 
in sharing, advancing and encouraging teacher leadership; as well as, to 
determine what mentor teachers felt were effective leadership strategies 
employed by their principals as teachers assumed a leadership role in their 
schools. 
vi 
The mentor teachers and principals of the sixteen schools who 
participated in a pilot mentor teacher program in a large urban district in 
Massachusetts were the subjects of this study. Fourteen principals and twenty- 
one mentor teachers completed questionnaires. In order to gain additional 
data and insights beyond the questionnaire responses, interviews were 
conducted with three of the fourteen principals. 
The researcher concluded: the pilot mentor teacher program functioned 
in isolation within many of the participating schools; principals were 
supportive of the concept that shared leadership can successfully contribute to 
enhanced training and preparation for new teachers; and mentor teachers did 
not positively view the contributions of their principals to the program. 
The support and involvement of the principal and a school climate 
conducive to schoolwide sharing and learning are important to the success of a 
mentor teacher program. Continued documentation of the effect of mentor 
teacher programs and the role of the principal will be essential as experienced 
teachers help new teachers improve the practice of teaching. 
• • 
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In recent years, numerous educational reform reports have been written 
that not only voice concerns about the quality of public education but suggest 
recommendations for its improvement (e.g., A Nation at Risk, National 
Commission on Excellence, 1983; A Nation Prepared. Carnegie Commission, 
1986; and Tomorrow's Teachers. Holmes Group, 1986). These reports contend 
that in order to improve the quality of teaching, the quality of the teacher must 
be improved. The concerns raised by these reports have provided new 
impetus for educators and legislators to strengthen teacher preparation and 
certification by developing improved beginning teacher programs. 
Educational reform reports call for increasing the standards for 
becoming a teacher. Unlike other professions, notwithstanding, teaching has 
no national standards to qualify teachers for licenses and the process of 
certifying teachers in the United States varies from state to state. Most states 
are currently examining alternatives to certifying individuals to teach. 
Tomorrow's Teachers (1986) offers the following proposal aimed at 
improving teaching standards: 
♦ Students admitted to teacher education will be required to 
demonstrate basic mastery of writing and speaking. 
♦ Prior to a clinical internship, students will be expected to 
past an examination demonstrating their mastery of the 
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subject they will teach, their skill in lesson planning, and 
their instructional delivery. 
♦ During their work in classrooms, prospective teachers will 
be required to observe and evaluate a variety of teaching 
styles, including their own, and to present evidence of 
analytic skill in this area as part of their professional 
portfolio for advancement, (pp. 65-66). 
A Nation At Risk (1983) proposes that educators begin "to develop 
career ladders for teachers that distinguish among the beginning instructor, the 
experienced teacher and the master teacher." (p. 31). 
A Nation Prepared (1986) proposes to "[restructure the teaching force, 
and introduce a new category of Lead Teachers with the proven ability to 
provide active leadership in the redesign of the schools and in helping their 
colleagues to uphold high standards of learning and teaching." (p. 55). 
A three tier system of teacher licensing is proposed by Tomorrow's 
Teachers (1986): 
♦ Instructor - this license would be open to those with an undergraduate 
degree; it would be temporary and non-renewable; 
♦ Professional Teacher - this license would be open to those with a master's 
degree willing to continue to study in academic majors as well as pedagogy 
and human learning and to work in a supervised setting for one year with 
children who are at risk; 
♦ Career Professional - generally open to those preparing for a doctorate or 
beyond who have extensive experience as a Professional Teacher and can 
demonstrate outstanding abilities as a practitioner. 
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Education is the only profession in which the novice's responsibilities 
are the same as, or more difficult than, those of veteran professionals (Lortie, 
1975, Odell, 1987, Huling-Austin, 1987). By contrast, other professions such as 
medicine, engineering, architecture and business require training periods, 
under the guidance of a veteran professional, with gradual increases in 
responsibilities. Although teaching is inherently complex and learning to teach 
is a long term process, beginning teachers have been expected to assume the 
same responsibilities on the first day of employment as those with many years 
of experience. Nonetheless, working conditions and teaching assignments are 
often not necessarily conducive to their professional development or success. 
Teachers spend their entire career improving their performance because 
teacher development is a lifelong process. 
Beginning teachers often have many and varied teaching problems. In 
an analysis of 83 studies on the perceived problems of beginning teachers from 
1960 to the present, Veenman (1984) determined that the ten problems most 
frequently reported in the first year of teaching are: 
♦ Classroom discipline; 
♦ Motivating students; 
♦ Dealing with individual differences; 
♦ Assessing student's work; 
♦ Heavy teaching load resulting in 
insufficient preparation time; 
♦ Relations with parents; 
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♦ Organization of class-work; 
♦ Insufficient materials and supplies; 
♦ Dealing with problems of individual students; 
♦ Relations with colleagues. 
Such problems are clear inhibitors to positive, productive teaching 
performance. Discipline was identified in Veenman's (1984) study as the 
primary problem of new teachers; classroom discipline is an important content 
area in many beginning teacher programs. 
Without support, many potentially good teachers become discouraged 
and leave the profession. Schlechty and Vance (1981) found that the most 
academically talented teachers leave in the largest numbers. Teacher retention 
is a primary goal of beginning teacher programs. Schlechty and Vance (1983) 
found that about fifteen percent of first year teachers leave at the end of the 
first year; fifteen percent after the second year; and ten percent after the third 
year. During the first seven years of teaching, forty to fifty percent drop out. 
Programs for teachers which help create more successful early experiences for 
new teachers may in turn reduce the stress that can lead to dropping out of 
teaching. Investment in creating successful early experiences for beginning 
teachers can be less costly in dollars in the long run. The teaching force is 
undoubtedly influenced by those survivors who choose to stay in teaching. 
Even with all of the negative variables associated with beginning 
teaching, not all beginning teachers experience difficu’ty. In fact, many enjoy 
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successful first years. Learning to teach cannot be accomplished entirely in 
preservice even though certified teachers are prepared to begin to teach. First 
year teachers are not finished products but beginners, needing support so that 
they may develop into master teachers. For many beginning teachers, 
instructional support is a necessity. As Griffin (1989) states: 
We know that teaching cannot be mastered in a four-year dose of 
courses, practica, seminars and student teaching. We know that what 
teachers need to know, be sensitive to, and adapt for their own use 
must be collected, sifted, refined, and added to over a career. Learning 
to teach must be on-going. It must be coherent and cumulative growth 
in understanding and experimentation with ideas and practices, (p. 279) 
Research indicates that even the most competent novice teachers 
experience feelings of inadequacy and incompetence at the beginning of their 
first year of teaching (Murphy, 1988). Everson (1989) discusses the need for 
start of the year assistance: "The preservice teacher has rarely observed and 
participated in the construction of a world of learning; rather, he or she has 
generally entered such a world in midstream, expecting to fit in and preserve 
the status quo of the classroom. Thus, how to begin is an issue that falls 
between the cracks of the preservice world and the world of the professional 
teacher." (p. 59). 
In order for new teachers to succeed, it is very important that they 
receive support as they begin their careers. In fact, any person whose teaching 
situation is new (new to a grade, new to a school, new to a district) may 
benefit from support. Huling-Austin, et. al., (1985) suggest that ii duction 
should be flexible enough to respond to an individual's needs and warn 
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against structuring programs around the assumption that first year is always a 
traumatic experience. 
Some programs for beginning teachers incorporate a mentor or peer 
component to assist and support beginning teachers. Investment in mentor 
teacher programs has been proposed as one support tool that will help create 
more successful early experiences for beginning teachers and thus improved 
teaching performance. 
While the structures of beginning teacher support programs vary at the 
local and state levels, the need to assist beginning teachers has been identified 
as a critical success variable. Consequently, numerous state and school 
systems have implemented a variety of mentor teacher programs. 
The focus of the research presented in this paper is the role of the 
principal in strengthening the performance of both beginning teachers and 
mentor educators: What are the variables which contribute to successful 
introduction of a mentor teacher program for the school principal? What are 
the inhibitors which portend less satisfactory results for improved quality of 
performance? 
Purpose 
Reform efforts in Massachusetts contain changes in teacher education 
and certification. The Joint Task Force on Teacher Preparation (JTTP) was 
created by the Massachusetts Board of Regents of Higher Education and the 
Massachusetts Board of Education. The purpose of the JTTP was to make 
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recommendations for improving teacher education in the state colleges and 
universities within the Massachusetts public system of higher education. 
In October, 1987, the JTTP issued its final report. The report "Making 
Teaching A Major Profession” proposed a "new rigorous system of teacher 
preparation that will develop and sustain an excellent and diverse teaching 
force in the Commonwealth's schools." (p. 1). The JTTP recommended that the 
major professional component of teacher education occur at the graduate level, 
in clinical masters degree programs. The Task Force also proposed a two stage 
certification process. By October, 1994, the Massachusetts Department of 
Education will issue two certificates: one will recognize a novice, provisionally 
certified teacher; the other will recognize an experienced, fully certified 
teacher. 
Provisional Certification - first stage: 
♦ Requires that the candidate complete a four year degree program with a 
liberal arts and sciences or interdisciplinary major, which must also include 
initial education course work and 150 hours of supervised classroom teaching. 
Full Professional Certification - second stage: 
♦ Requires completion of a master's degree program in education which 
will include intensive clinical supervision under a mentor teacher. 
After receiving an approved bachelor's degree, the prospective teacher 
will be granted a provisional certificate valid for five years. Upon 
employment, the provisionally certified teacher will be expected to enroll in a 
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master's degree program, and will receive clinical training in a school under 
the guidance of a team of three members. In the original legislation, the three 
members were to include a mentor teacher, an education professor, and a 
liberal arts professor of a college. 
The JTTP recommended that: 
Mentor teachers and college graduate faculty will be jointly 
responsible for the supervision, support and instruction of 
provisional teachers, (p. 15). 
The JTTP also endorsed unique roles for each team member. 
The mentor teacher will: 
♦ Have primary responsibility for daily supervision of 
beginning teachers; 
♦ Help provisional teachers understand the 
curriculum, the students, the teaching/learning 
process and the political and social environment of 
the school; 
♦ Introduce new teachers to the cooperative learning 
and team approaches to teaching; 
♦ Work closely with the graduate faculty. 
The education advisor will: 
♦ Help beginning teachers select a combination of 
school based and college-based graduate level 
education seminars and courses. 
The liberal arts and sciences advisor will: 
♦ Help new teachers develop a graduate level of study 
that will deepen their knowledge of one or more 
subject areas. 
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At least one faculty member should work closely with the mentor 
teacher in supervising and supporting the clinical work of the provisional 
teacher, and in ensuring the integration of teaching experiences and course- 
work in education, (pp. 14-15). 
The Massachusetts Department of Education and Board of Regents' 
Policies and Program Guidelines for the Mentor Teacher Program (1990) 
asserts that the Program has two objectives: 
(1) To assist the new teacher to make the transition 
from a novice to an experienced, reflective, fully 
provisional teacher, and; 
(2) To provide opportunities for new growth for 
experienced teachers and new opportunities for 
increased collaboration between schools and 
colleges, (p. 4). 
The Policies and Program Guidelines for the Mentor Teacher Program 
(1990) also states that: 
The Massachusetts Mentor Teacher Program will be a key 
component in inducting provisionally certified teachers into the 
profession and will be at the heart of the new clinical masters' 
programs in the state. Mentor teachers will spend time helping 
provisional teachers understand the curriculum, the students, the 
teaching/learning process, and the political and social 
environments of the school. They will support new teachers and 
work closely with the graduate faculties. 
Mentoring as a theoretical concept is based on the assumption 
that personality development continues throughout adulthood. 
The mentor fosters the protegee's development by believing in 
him/her, sharing and confirming a common vision, and helping 
to define and nurture the newly emerging professional 
personality. Mentoring is often described by the character of the 
relationship and the function that it serves, (p. 1). 
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The Policies and Program Guidelines for the Mentor Teacher Program (1990) 
further discusses the role of the mentor teacher: 
[T]he mentor teacher should not be a formal evaluator of the 
provisional teacher. The mentor teacher should apply principles 
of clinical supervision focusing on formative evaluation rather 
than supervision which uses summative evaluation for 
employment decisions, (p. 11). 
Although no principal or school-based administrator was included in 
the thirty-one member Task Force, it was noted that "[t]he Joint Task Force on 
Teacher Preparation recognizes that school principals and superintendents play 
a critical role in the development of a school climate that supports 
professionals of the sort called for in this report. It has, however, been outside 
the purview of this Task Force to comment on the preparation or training of 
administrators. Formation of a special policy group to pursue this issue would 
be in order." (p. 6). 
As mentor teachers are initiated, implemented and developed, their 
success may depend on administrative support at the school level. The 
Policies and Program Guidelines for the Mentor Teacher Program (1990) states: 
In order to be successful, all mentors should be provided with on-going 
organization, technical, affective support during the mentoring process. 
The school principal's support and leadership is an important part of 
the mentor effort. To be most effective, mentor teacher programs 
should be located in schools that foster continued growth for all 
individuals and are centers of inquiry. To be most effective, the mentor 
program should be one component of a clearly defined comprehensive 
program of professional development for teachers within the school 
district, (pp. 4-5). 
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The state of California was one of the first states to initiate a mentor 
teacher program as part of a major piece of legislation in the California 
Education Reform package in 1983. The principals of schools in California were 
ignored in the original legislation and implementation of their mentor teacher 
programs. Principals had no role in the programs and felt that their territory 
was infringed upon. Most school districts in the state have taken steps to 
improve their programs which now include involvement of the principal. 
(Bird, 1986). 
Without involving the support of the principal or providing a structure 
for communication between principal and mentor, the Washington, D. C. 
mentor teacher program called for mentors to share the principals' exclusive 
evaluation task. In order to avoid principals' feeling threatened by mentor 
teachers' involvement in evaluative functions, the program evaluation 
recommended regular meetings between principals and mentor teachers to 
include collaborating on support and evaluation of interns. (D.C. Public 
Schools, 1987). 
In the New York City mentor teacher program. Gold and Pepin (1987) 
indicate that the "job of mentor is to guide the novice teacher to become 
effective and independent without playing any evaluative role." (p. 6). In this 
program, mentors come from the ranks of recently retired teachers. 
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Statement of Problem 
With the implementation of mentor teacher programs comes changes in 
the organizational structure and culture of most schools. Just as a supportive 
school structure must be in place for beginning teachers, the fostering of 
affirmative relationships among experienced adults in a school community that 
encourages sharing, open communication and learning must also be supported. 
Principals have a unique responsibility for establishing and maintaining that 
culture of support. 
As mentor teacher programs are initiated, implemented and developed, 
their success may depend on administrative support at the school level. 
However, the roles and responsibilities of the school principal are vaguely 
defined in guidelines developed for mentor teacher programs in 
Massachusetts. The JTTP recommended that: 
"Masters' programs should be designed to ensure that provisional 
teachers receive intensive supervision and support from three key 
people: a mentor teacher in the participating school, an education 
advisor from the participating college and a liberal arts advisor from the 
college." (p. 14). 
The Commonwealth of Massachusetts's Department of Education and Board of 
Regents Policies and Program Guidelines for the Mentor Teacher Program 
states: "[T]he school principal's support and leadership is an important part 
of the mentor effort." (p. 4). 
Although principals are not viewed as key participants in the mentor 
teacher program, they will share supervisory responsibilities of new teachers 
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with mentor teachers and will share responsibility for ensuring that mentor 
teacher programs succeed. Even though the mentoring program establishes a 
structure within schools which display norms of collegiality and 
experimentation, the proposed program should not isolate the principal or 
become an insulated program within the school. Mentoring teacher programs, 
as one form of school reform, should include all adults within the school as 
learners and leaders. The present study will deal with these and related 
problems. 
Definition of Terms 
The following glossary of terms are relevant to this study: 
1. Inductee, Mentee, Novice, Protege, Provisional: A 
developing career teacher in the first, second or 
third year of service. One who has not acquired 
tenure. 
2. Mentor: The term mentor comes from Greek 
mythology and has its origin in Homer's Odyssey. 
Odysseus entrusted the education of his son, 
Telemachus, to a wise and learned man named 
Mentor. Mentor was protector, advisor and teacher 
to the inexperienced boy. 
3. Mentor Teacher: Experienced, peer teacher who in addition to 
teaching supports, encourages, and advises beginning teachers as 
they carry out their day to day teaching responsibilities. 
4. Mentor Teacher Program: A formal agenda to assist the beginning 
teacher with his/her pedagogical, social and psychological 
development. Also called Beginning Teacher Assistance Program, 
Clinical Support Program, Teacher Induction Program. 
5. Mentoring: The process by which a member of the profession, 
who has demonstrated excellence in their profession, and with 
training, offers support to members of the profession. 
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6. Collegiality: Little (1982) defines as "recourse to 
other's knowledge and experience, and to shared 
work and discussion." 
7. Instructional Leadership: Initiative related to the 
processes of instruction where teachers, learners and 
the curriculum interact. 
8. Professional development, staff development: Any 
activity intended to improve skills, attitudes, 
understandings or performance with a view of 
providing better student outcomes. 
9. Formative evaluation: Assessment that helps teachers 
teach better. It is ongoing, descriptive and non- 
judgmental. 
10. Summative evaluation: Assessment that determines 
tenure, employment or certification. It is judgmental. 
11. Certification: Requirement for legal employment as 
teacher in the public schools of Massachusetts. 
Methodology 
In October 1994, the Commonwealth of Massachusetts's new 
certification process will require first year teachers to receive clinical training 
under the guidance of a mentor teacher. As part of the 1989-1992 contract, the 
school committee and teachers' union in a large urban district in Massachusetts 
established a mentor teacher program. The mentor teachers and principals of 
the sixteen schools participating in the pilot program in this district were the 
subjects of this research study. 
The primary goals of this research were two-fold. The first goal of the 
study was to determine the impact the principal makes in sharing, advancing 
and encouraging teacher leadership. Fourteen of the sixteen principals 
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responded to a questionnaire. Three principals participated in an one-on-one 
interview. The second goal of the study was to assess what mentor teachers 
felt were effective leadership strategies employed by their principals as they 
assumed new leadership roles in their individual schools. The primary 
method for obtaining information about mentor teachers occurred during 
mentor training sessions. The researcher attended each of the five training 
sessions. Twenty-one of the twenty-three mentor teachers completed a 
questionnaire. 
Limitations 
This study was limited by the following factors: 
1. The pilot mentor teacher program was in a large urban school 
district; 
2. Effective October, 1994, mentoring programs will become a 
permanent part of Massachusetts' certification law; 
3. The researcher was one of the fourteen principals who completed 
a questionnaire, was a principal in the district and was well 
acquainted with many of the principals and mentors in the study; 
4. Only three principals were interviewed. Each of them were 
administrators of large, modem, open-spaced elementary schools. 
Such factors may constrain, but do not invalidate the results of this 
research. 
Chapter Outline 
The results of this research are presented in five chapters. The study 
begins with Chapter I in which an overview of expectations for new mentor- 
teacher programs has been presented and the research problem has been stated 
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relative to the roles and responsibilities of principals in this new model for 
shared leadership. In Chapter II the literature is reviewed pertaining to current 
research in areas of: (1) Teacher Isolation, (2) Mentor Programs and Mentor 
Teachers, (3) Effective Schools and The Principal, and (4) Collaboration and 
Shared Leadership. Chapter III outlines the research methodology employed, 
the instruments used, the subjects studied and methods of data analysis 
utilized for this study. Chapter IV presents an analysis of the data and findings 
of the study, while Chapter V offers a summary of the research, primary 
conclusions drawn from the study, and recommendations for future action. 
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CHAPTER II 
REVIEW OF THE LITERATURE 
There were two purposes of this study: (1) to determine the impact the 
effective principal makes in sharing, fostering, and promoting teacher 
leadership, using a pilot mentor teacher program and (2) to determine what 
mentor teachers feel were effective leadership strategies employed by their 
principals as they assumed leadership roles. 
Areas of the literature review include: (1) Teacher Isolation, (2) Mentor 
programs and Mentor teachers, (3) Effective Schools and the Principal, and (4) 
Collaboration and Shared Leadership. 
Teacher Isolation 
Lortie (1975) describes the need to socialize the beginning teacher to the 
culture of the school and the isolation of teaching in his comprehensive study. 
Schoolteacher: 
Fully responsible for the instruction of his students from the first 
working day, the beginning teacher performs the same tasks as the 
twenty-five year veteran. Tasks are not added sequentially to allow for 
gradual increase in skill and knowledge; the beginner learns while 
performing the full complement of teaching duties. . . Since the 
beginner spends so much of his time away from adults, it falls upon 
him to discern problems, consider alternative solutions, make a selection 
and, after acting, assess the outcome, (p. 72). 
A Nation Prepared, Carnegie Commission (1986), contends that isolation 
and lack of power are prime reasons why highly skilled teachers leave the 
profession and that environments that isolate teacher are obstacles to 
cooperation between teachers and administrations. These isolated teaching 
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conditions impede professional growth by making it difficult for teachers to 
exchange ideas and benefit from the help of others. 
Traditionally, teachers have learned how to teach by teaching. Most 
have learned what they know in isolation from peers. Barth (1984) asserts 
"How can a profession survive, let alone flourish, when its members are cut off 
from others and the rich knowledge on which success and excellence depends. 
Not very well." (p.24) Lieberman and Miller (1984) observe that "For most 
teachers in most schools, teaching is indeed a lonely enterprise. With so many 
people engaged in so common a mission in so compact a space and time, it is 
perhaps the greatest irony - and the greatest tragedy of teaching - that so 
much is carried on in self-imposed and professionally sanctioned isolation." (p. 
11). 
Goodlad in A Place Called School (1984) describes how positive adult 
relationships can be difficult to find in our schools: 
The classroom cells in which teachers spend much of their time appear 
to be symbolic and predictive of their relative isolation from one another 
and from sources of ideas beyond their own background of experience. 
(p. 186). 
Bird and Little (1986) state the problem in the following manner: 
Teachers inherit the same images of teaching that we all do, 
struggle toward proficiency virtually alone, and accumulate as 
much skill and wisdom as they can by themselves. Superb 
teachers can leave their mark on all of us. They leave no marks 
on teaching. If teachers' performances or responses to changing 
demands and opportunities are disappointing, there should be no 
surprise. Teaching is not yet organized to hold teachers 
accountable for their work, or more important, to support them in 
mastering it. (p. 495). 
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According to the Holmes Group: 
They [teachers] still teach classes all day long with little or no time for 
preparation, analysis or evaluation of their work. They still spend all of 
their professional time alone with students, leaving little or no time for 
work with other adult professionals to improve their knowledge and 
skills. Nor are they thought worthy of such endeavors or capable of 
developing the requisite expertise, (p. 7). 
Daring-Hammond (1984) believes the high attrition rate of teachers is 
due to working conditions within the schools. She dtes beginning teachers' 
discontent with bureaucratic restrictions, lack of participation in decisions 
about the schools and inadequate support by administrators. Ernest Boyer 
(1988), former Commissioner of Education, makes the following 
recommendations concerning ways to prevent teachers from premature 
departure from the profession: 
Teacher accountability is absolutely crucial. But in the days ahead, if 
we hope to attract and hold outstanding teachers in the classroom, the 
reform movement must increasingly focus on the three Rs of teacher 
recruitment, recognition and renewal ... If continuing education is 
important for doctors and lawyers, it is doubly critical for those who 
teach the coming generation, (pp. 314-315). 
Teacher isolation and individualism appear to be diminishing due to a 
number of initiatives that promote more collaborative forms of professional 
development within schools for both beginning and experienced teachers. 
Mentor Programs and Mentor Teachers 
Today, a number of programs are promoting efforts to draw on the 
expertise of experienced teachers and to recognize and legitimize instructional 
leaders among teachers. The overall goals of these programs include better 
19 
quality in teacher training, improvement of teaching performance and higher 
levels of teacher retention. Universities, state departments of education and 
school districts are designing and implementing beginning teacher programs. 
Some of these programs provide some type of formative assistance 
incorporating a mentor teacher. 
Newton (1987) identified several variables that are essential components 
to the development and implementation of an effective mentor teacher 
program: 
1. Development of a fair process for selecting mentors; 
2. Training for mentors; 
3. Ongoing administrative support; 
4. Funding to cover costs of program and for program evaluation; 
5. Time built into schedules for observation and conferences; 
6. Assignment of beginning teacher and mentor to same subject or 
grade; 
7. Adequate time line for and involvement of teachers, 
administrators and other constituents in planning and 
implementing programs. 
Many research and evaluation studies have been done on programs to 
assist new teachers. Huling-Austin (1988) did a synthesis of seventeen data- 
based research studies on induction programs and practices that have been 
reported since 1977. She found research data that support the findings that 
induction programs can be successful in achieving five important goals of new 
teacher programs: 
20 
1. To improve teaching performance; 
2. To increase the retention of promising beginning 
teachers during the induction years; 
3. To promote the personal and professional well-being 
of beginning teachers; 
4. To satisfy mandated requirements related to 
induction and certification; 
5. To transmit the culture of the system to beginning 
teachers. 
Huling-Austin (1988) also reported that the studies collectively also 
documented: 
1. The need for flexibility in inductive programs; 
2. The important role of the support teacher; 
3. The importance of placement in beginning teacher 
success; 
4. The need to educate the profession as well as the 
public about teacher induction. 
Although effective induction programs can impact the retention of 
qualified teachers during their initial years, Huling-Austin (1988) contends that 
induction programs cannot overcome problems such as overcrowded classes 
and placements where veterans have difficulty. 
A Collaborative Study of Teacher Induction in Diverse Contexts was 
coordinated by the Research and Development Center for Teacher Education at 
the University of Texas at Austin. Twenty-seven sites from across the nation 
participated and the data was compiled at the Center. Huling-Austin and 
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Murphy (1987) analyzed and discussed data from ten districts in eight states in 
a paper presented at the annual meeting of the American Educational Research 
Association. A number of implications for program development were 
derived from the findings. These findings include: 
1. It is in the district's best interest to implement an 
induction program. It appears that even a modest 
induction program can make a difference in how 
first-year teachers perceive their own teaching and 
the teaching profession; 
2. The assignment of a support teacher for the first 
year teacher may well be the most powerful and 
cost-effective induction practice available to program 
developers; 
3. Support teachers should receive training in how to 
provide assistance in a variety of areas and in how 
to work with another adult in a supportive manner; 
4. Support teachers should be compensated for 
participation in induction programs; 
5. Districts should view their teacher induction 
programs as the entry piece to a larger, on-going 
staff development program for teachers and realize 
that important teaching issues cannot simply be 
dealt with once and for all during the first year of 
teaching; 
6. Districts should have realistic expectations for their 
teacher induction programs and should realize that 
learning to teach is not a one-year process. It is 
unreasonable to produce professionals at the end of 
one year of teaching; and 
7. Districts should avoid placing first-year teachers in difficult 
teaching situations and settings that will prevent them from 
succeeding, (pp. 34-35). 
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Zeichner (1979) examined eleven induction programs employing very 
different means to induct beginners. Based on program evaluation and 
recommendations by project staff, he determined that success of programs 
seem to be closely related to the degree to which principals and teachers 
understand and support the program. 
The Massachusetts Department of Education and Board of Regents 
Policies and Program Guidelines (1990) for the proposed Mentor Teacher 
Program outlines five major roles and three associated responsibilities for each 
role: 
1. The role of Advisor is associated with listening, guiding and 
providing; 
2. The role of Coach includes modeling, analyzing and 
confirming/nurturing; 
3. The role of Consultant involves questioning, clarifying and 
suggesting/facilitating; 
4. The role of Sponsor/Advocate/Colleague involves supporting, 
promoting and connecting; 
5. The role of Teacher Preparer is associated with leading, facilitating 
and participating/contributing. 
Gray and Gray (1985) define mentor roles as: 
♦ Provider of situational leadership; 
♦ Role model; 
♦ Instructor/promoter of thinking skills; 
♦ Demonstrator/teacher; 




♦ Promoter of indirect monitoring. 
Hardcastle (1988) suggests that new teachers want mentors who: 
♦ Have high visibility; 
♦ Are wise, caring and committed to the profession; 
♦ Have high expectations; 
♦ Have the ability to act as a catalyst; 
♦ Have a sense of humor; 
♦ Are able to point out their particular strengths; 
♦ Motivate them to grow professionally; and 
♦ Show them "new ways to be." 
Fontana (1990), a member of the Mentor Teacher/Internship Committee 
for the Levittown New York Public Schools discussed the selection of mentors: 
Mentors also must be politically acceptable to administrators and 
viewed by colleagues as outstanding senior teachers. This is the 
unspoken requirement that seldom finds its way into evaluation reports 
or into state guidelines for establishing such programs. Not admitting 
its importance is foolish, for it is probably the most important factor that 
should be considered in the selection of a mentor. Imagine what would 
happen to an intern who is being mentored by a teacher who is 
unacceptable to a building principal. Imagine what would happen to 
the credibility of a Mentor/Intem program if most mentors were viewed 
by other teachers as "picked," "the choice" or a "clone" of the building 
principal. Occasionally a little quid pro quo does muddy the waters, but 




Effective Schools and the Principal 
Research on effective schools has highlighted the centrality of the 
principal as the chief provider of instructional leadership (Edmonds, 1979). 
Other studies argue that the work of principals is varied and little concerned 
with instructional matters (Dwyer, 1984). 
Researchers who examined schools implementing innovations and 
instructional change have found that other leaders in the school can influence 
changes in the instructional program. Berman & McLaughlin (1975) found 
that, most often, the principal's active support determines whether or not the 
change continues. Reinhard, et. al., (1980) concluded that innovations and 
other program changes tend to dissolve without the support of the principal. 
Involvement of the principal was essential "perhaps mainly to signal to others 
that the project is viewed as an important part of a school's program." (p. 14). 
Cain (1984), in a study designed to identify and describe specific 
conditions and practices which enhance or constrain the satisfaction and 
perceived effectiveness of beginning elementary classroom teachers, asserted 
that the quality of administrative support was significant to the satisfaction of 
beginning teachers. She states, "there are implications for the role of the 
principal in the socialization and development of these teachers. If in fact it is 
important that the individual work of teachers is appreciated and commended, 
then the principal should make an effort to maintain close contact with 
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teachers. He or she must understand and recognize good teaching procedure 
and promote a sense of belonging among teachers." (p. 80). 
The success of mentoring may depend on administrative support at the 
school level. Bird (1986) describes some effective initiatives for principals: 
♦ Distinguish the shared and separate duties of mentor teachers. 
This reduces misunderstanding as the principal introduces a new 
leadership position within the school; 
♦ Establish the intention of support rather than remediation; 
♦ Allow teachers and mentors to collaborate on developing ground 
rules and procedures in joint training sessions; 
♦ Rearrange schedules, budget and routines to make cooperation 
and leadership more feasible; 
♦ Explain and advocate these changes to students, staff and parents; 
♦ Solicit support from district administrators, teacher union officials 
and influential teachers in the school; 
♦ Work directly on norms, promoting norms of rigorous exchange 
by acknowledging and rewarding staff participation in adopting 
the new norms. 
Purkey and Smith (1982) summarize attributes of effective schools that 
are reviewed in several studies (Edmonds, 1979; Little, 1982), and identify 
organizational characteristics which "can be set into place by administrative 
and bureaucratic means" and climate characteristics which "need to grow 
organically in a school and are not directly susceptible to bureaucratic 
manipulation." (pp. 37-41). 
Purkey and Smith's (1982) organizational characteristics include: 
♦ School site management; 
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♦ Leadership; 
♦ Staff ability; 
♦ Curriculum articulation and organization; 
♦ Staff development; 
♦ Parental involvement and support; 
♦ School-wide recognition of academic success; 
♦ Maximized learning time; 
♦ District support. 
Purkey and Smith's (1982) climate characteristics include: 
♦ Collaborative planning and collegial relationships; 
♦ Sense of community; 
♦ Clear goals and expectations commonly shared 
♦ Order and discipline. 
Persell (1982) synthesized implications for the principal from the 
effective schools research, reviewed by Purkey and Smith, and found that 
principals of effective schools: 
♦ Display commitment to academic goals; 
♦ Create a climate of expectations and respect; 
♦ Provide instructional leadership; 
♦ Are forceful and energetic; 
♦ Exercise interpersonal skills; 
♦ Facilitate instruction especially through discipline; 
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♦ Develop organizational potency; 
♦ Devote time to instructional matters, and 
♦ Observe, monitor and evaluate. 
According to Blumberg and Greenfield (1980) in their book. The 
Effective Principal, principals deemed to have an impact on their schools: 
♦ Possessed a vision of what the schools might be; 
♦ Took initiative to set activities in motion toward realizing such a 
vision; 
♦ Were resourceful in terms of focusing their own and others' 
energies on such activities. 
Drawing on data from interviews, questionnaires and observations, 
Wellisch, et. al., (1978) found that administrators of schools that were 
successful in raising student achievement scores: 
♦ Communicated their views about instruction clearly; 
♦ Took responsibility for decisions related to instruction; 
♦ Coordinated instructional programs; 
♦ Emphasized academic standards. 
Persell and Cookson (1982) analyzed seventy-five research studies and 
reports which addressed the question of why some principals are more 
effective than others in running a school. They found recurrent behaviors of 
effective principals in their review of the literature which included: 
♦ Demonstrating a commitment to academic goals; 
♦ Creating a climate of high expectations; 
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♦ Consulting effectively with others; 
♦ Creating order and discipline; 
♦ Marshalling resources; 
♦ Using time well; 
♦ Evaluating results. 
Researchers for Phi Delta Kappa (1980) examined eight successful urban 
schools. In these systems, principals had primary authority in selecting their 
staff members. The researcher found that principals displayed deliberate 
strategies in running their schools, which included: 
♦ High visibility that effected student behavior; 
♦ Participatory decision making; 
♦ Effective communication of the principal's role expectation of the 
staff. 
In her synthesis of research on the principal as instructional leader 
DeBevoise (1984) asserts that: 
We broadly interpret the concept of instructional leadership to 
encompass those actions that a principal takes or delegates to 
others, to promote growth in student learning. Generally such 
actions focus on setting school-wide goals, defining the purpose 
of schooling, providing the resources needed for learning to 
occur, supervising and evaluating teachers, coordinating staff 
development programs and creating collegial relationships with 
and among teachers, (p. 15). 
As Kelley (1980) notes, "regardless of the principal's leadership 
behaviors, the principal is the individual in the school who is most responsible 
for the climate of the school and for the outcomes of productivity and 
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satisfaction attained by students and staff. The simple truth is that others 
respond directly or indirectly to what the principal does as well as what he 
does not do.” (pp. 41-42). 
More than eighty percent of the principals in Seifert and Beck's (1981) 
nationwide study felt that their top area of responsibility was instructional 
leadership. However, only thirty-one percent of the teachers in the study felt 
their principals considered their instructional leadership role as a significant 
aspect of their job. 
Fullan (1982) capsulized major research on the principal in his 
comprehensive book. The Meaning of Educational Change. He found that 
principals who operated as crisis managers did not help in bringing about 
change. The group of principals who became involved in bringing about 
change operated as direct instructional leaders or as facilitative instructional 
leaders. According to Fullan (1982) a facilitative style was probably best since 
principals cannot be experts in all fields and face many time demands. 
Howell (1981) asked 163 principals across the nation to note their major 
activity every thirty minutes over a two-day period. Howell found that about 
thirty percent of an elementary school principals' time involved instructional 
leadership and that principals reported that they were often bound to their 
offices tending to paperwork. In interpreting these data, Howell stressed the 
need for a team approach to improvement of instruction since the description 
of the principal as instructional leader is not appropriate today. 
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Finn (1986) maintained, "The principal leads a school team that consists 
primarily of instructional specialists. While he must surely possess clear 
educational goals and priorities and know about teaching, testing and 
curriculum, he need not be an expert on the team." (p. 35). 
Sergiovanni (1987) reports that "in teaching, and in most other fields, the 
ability-authority gap has become more pronounced. Successful leaders 
recognize that leadership by empowerment can remedy this situation by 
lending the necessary authority to act to those with ability. . .When directed 
and enriched by purposing and fueled by empowerment, teachers and others 
respond with increased motivation and commitment to work as well as 
surprising ability. They become smarter, using their talents more fully as they 
grow on the job." Sergiovanni further suggests that "successful leaders do not 
view teachers as workers to be programmed and closely supervised but as 
professionals to be inspired and held accountable to shared values and 
commitments." (p. 127). 
Collaboration and Shared Leadership 
A Nation Prepared. Carnegie Commission, (1986) calls for increasing the 
professional status of teachers through redesign of the organization and cites 
increased collegiality as a way of attracting and keeping high quality teachers. 
It also calls for changes within the support structure of schools to enhance and 
encourage those relationships. 
31 
According to Smith and Scott (1989), collaboration depends on the 
voluntary effort of educators to improve their schools and skills through 
teamwork. These elements include the belief that the quality of education is 
determined by what happens at the school site, that instruction is most 
effective in a school environment characterized by norms of collegiality and 
continuous improvement, and that the use of practices and structures enable 
teachers and administrators to work together on school improvement. 
When Rutter et. al. (1979) analyzed the performance by students in 
London's urban schools, they found that more successful schools were 
characterized by intellectual sharing, collaborative planning and collegial work 
among the teachers. 
In their book. The Collaborative School: A Work Environment for 
Effective Instruction, Smith and Scott (1990) explore the benefits of 
collaborative work settings and conclude that collaborative schools seek to 
harmonize a teacher's professional autonomy and a principal's managerial 
authority. 
Teacher collaboration has been seen as a strategy for bringing about 
educational improvement and reform. In a review of literature on educational 
change, Fullan (1982) concludes that it is unlikely that significant change will 
happen because of the lack of opportunities at the school site for teachers to 
share, learn, and develop. 
32 
Collaborative settings are particularly beneficial for beginning teachers. 
Rosenholtz (1985) explains, ’There is less reason for novices to cover their 
mistakes and hide their inadequacies in collaborative settings than in isolated 
ones... Novices maximize their own intrinsic rewards when they seek the 
advice and assistance of others, because better teaching is the result." (p. 351). 
Little (1982) found that a norm of collegiality in a school was related to 
four specific behaviors of the principal: 
♦ Stating expectations for cooperation; 
♦ Providing a model for collegiality; 
♦ Rewarding collegiality (recognition, release time); 
♦ Protecting teachers who engage in collegial behavior and who 
risk the retribution of their peers. 
Little (1982) advises that successful schools have two norms that help 
shape teachers interactions with principals and with each other: a norm of 
collegiality and a norm of continuous improvement. These characteristics 
encompass mutual support and professional interaction among the staff in 
effective schools. The norms necessitate: 
♦ Discussing teaching practices; 
♦ Observing and being observed at work; 
♦ Working together on plans and materials; 
♦ Learning from and with each other. 
Bird and Little (1985) found that norms about privacy vary at schools. 
When privacy is valued, there is usually less sharing of information and 
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instructional techniques among teachers. They also discovered that faculties 
which resisted shared leadership arrangements also had principals who 
avoided instructional support programs or did not encourage experimentation 
in instructional techniques. Principals who shared information and 
instructional techniques with teachers, communicated an understanding of 
instructional goals and a common language for describing and analyzing 
teaching practices. This knowledge, according to Bird and Little (1985), may 
be acquired when training and study includes both teachers and principals. 
Faculties that were open to shared leadership and cooperation among 
teachers were accustomed to the involvement of their principal in staff 
development and sharing improvement strategies. 
According to Bird and Little (1986) these norms of collegiality and 
experimentation are more likely to develop when teachers and principals: 
♦ Describe, call for and model cooperative experimentation; 
♦ Provide material support for and reward those who experiment 
and collaborate; 
♦ Defend colleagues when their initiatives are threatened. 
Bird and Little (1986) also found that the norms of collegiality and 
experimentation are promoted when teachers and principals join together to: 
♦ Develop common goals; 
♦ Promote agreements; 
♦ Develop language with which to describe and analyze practice; 
and 
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♦ Help each other achieve the qualities they need to observe, teach 
and work closely in other ways. 
In Lezotte's (1982) school improvement work, principals were found to 
be more resistant than teachers to change. Lezotte suggested that the reason 
for the resistance was that principals were not functioning as instructional 
leaders. 
Barth (1976) believes that improvements in education must come from 
individuals within a school: 
For the last ten to twenty years, people have been trying to influence 
what happens in schools by riding in on white horses, carrying the 
latest curriculum unit or the latest philosophy of education, and then 
charging off. What they discovered - and it came as a shock - was that 
they had to live under the roof of the school to have an influence on it— 
and even then, change was not assured, (pp. 53-54). 
Barth (1986) maintains "[W]hen the leader is learner, when the 
principals' learning is continuous, visible and exciting, a crucial and very 
different method is telegraphed: . . .[T]he school is a community of learners; 
learning is its most important characteristic; the principal is a first-class citizen 
of the community of learners, the head learner." (p. 487). 
Rosenholtz (1989) analyzed the effect of collaborative norms on teachers' 
perceptions of teacher learning. She found that if certain conditions existed, 
teachers continued to learn about their profession throughout their careers. 
Those conditions are as follows: 
♦ Schools set clearly defined goals for teaching improvement; 
♦ Principals use teacher evaluations as tools to help teachers 
improve; 
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♦ Principals and teachers share values about teaching; and 
♦ Collaboration between principals and teachers and among 
teachers was the norm. 
In Rosenholtz's (1989) study, schools were described as either 
collaborative or isolated. In the collaborative school, the principal was seen as 
supportive and concerned with treating problems as school-wide opportunities 
for learning. In isolated schools, principals and teachers were alienated and 
felt that requests they made threatened principal's feelings for self-esteem. 
Barth (1988) believes a principal plays a central role in fostering teacher 
leadership and that the fate of teacher leadership lies in the relationship 
between principals and their faculties. He suggests steps for principals to take 
towards developing shared leadership. They include: 
♦ Articulating one's vision; 
♦ Relinquishing power; 
♦ Building trust; 
♦ Involving teachers in decision making; 
♦ Assigning responsibilities wisely; 
♦ Sharing responsibility for failure; 
♦ Believing in teachers; 
♦ Admitting ignorance. 
Roland Barth (1988) examined the relationship between teachers and 
principals and concluded that shared leadership is a very promising issue for 
the improvement of schools. He observed that: 
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Top down hierarchical relationships foster dependency. . . [A] 
community of leaders offers independence, interdependence and 
resourcefulness. . . [I] suspect that more often effective principals 
enable others to provide strong leadership. . . A community of 
leaders is a vision of what might become a condition of the 
school culture, a part of the shared norms, beliefs, rituals and 
actions of the school. . . [WJithout shared leadership it is 
impossible for a professional culture in a school to exist. 





The process of composing this dissertation evolved through several 
stages during the researcher's career as a central office administrator, as a 
principal in the district's public schools, and as a doctoral student. 
During the 1983-1984 school year, the researcher served as the director 
of the school district's School Improvement Program which was based on the 
effective schools research of Ronald Edmonds. Edmonds (1979) found that 
principals in effective schools manifest strong leadership patterns and the 
principal above all others is of critical importance in creating an effective 
school. 
Since 1984, the researcher has served as principal of two elementary 
schools. During each of the researcher's years as principal, one or more 
faculty members have been employed in these schools without state 
certification. Massachusetts allows non-certified people to teach on a waiver, 
which is issued to the district's school committee from the department of 
education. Over these years, the researcher has learned that it is difficult to 
serve as coach, supervisor and evaluator. Principals are expected to formally 
and informally provide both positive reinforcement and critical feedback to 
beginning teachers. Principals must account for and ensure the quality of 
education in their schools. The principals' involvement with a beginning 
teacher is critical to the growth and improvement of instruction wit in the 
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school. Non-certified teachers place insurmountable demands on a school's 
principal. 
During the 1989-1990 school year, the researcher focused her graduate 
studies on better understanding her role as principal and her work with 
beginning teachers. The researcher's comprehensive examination papers were 
entitled "The Role of the Principal in the Professional Development of 
Teachers" and "The Role of the Principal in Teacher Preparation." 
In May 1990, the researcher attended the annual Massachusetts 
Elementary School Principals' Association Spring Conference in Hyannis. One 
of the workshops attended involved a discussion of changes in the certification 
laws and the role of the mentor teacher. In July, 1990, the researcher attended 
a five day institute entitled Role of the Mentor Teacher held at Wheelock College 
in Boston and in August, 1990 attended the inaugural conference of The 
Commonwealth Academy for Mentoring. The Academy, based in the School 
of Education at the University of Massachusetts at Amherst focuses on 
mentoring as an important part of teacher induction. The researcher also 
attended a mentor teacher conference at Framingham State College in the fall 
of 1990. The keynote address was given by Judith Warren Little whose 
research is included in this study. Little believes instructional leadership 
suggests close involvement among administrators and teachers in classrooms, 
since observation and feedback bring administrators and teachers into touch 
with the challenges of the classroom. 
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It was determined that the researcher's study would concentrate on the 
district's pilot mentor teacher program, which was to begin in December 1990. 
This would represent a significant change in the roles and behaviors of 
principals and experienced teachers who were newly appointed as mentor 
teachers. 
In January 1991, the Office of Research and Development was contacted 
to obtain a copy of the school district's Policy and Procedures for Conducting 
Educational Research. In February 1991, the researcher began a six month 
sabbatical leave from her position as principal. During January and February 
1991 the research proposal was developed and in March 1991 the proposal, 
originally entitled Shared Instructional Leadership: The Role of the Principal 
in Teacher Induction was submitted to the members of the dissertation 
committee. Copies of the data collection instruments were submitted to the 
school's district Office of Research and Development. In March 1991, the 
researcher received a letter (Appendix A) and research proposal review form 
(Appendix B) from the director of the Office of Research and Development. 
The researcher contacted the district's three zone superintendents by 
telephone to explain the research study and to request that they identify an 
effective principal (who also had a mentor teacher) who might agree to 
participate in a one-on-one interview. A written request was submitted to the 
three zone superintendents and the three principals requesting approval to 
conduct research in their schools. (Appendix C). Each of the zone 
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superintendents and principals approved the request. The researcher sent the 
forms to the director who in turn sent an approved Research Proposal 
Notification Form (Appendix D) to the researcher. 
The first focus of the study was to determine the impact the principal 
makes in developing, advancing and encouraging shared leadership roles with 
mentor teachers. During March 1991, questionnaires (Appendix E) and 
consent forms (Appendix F) were mailed to principals of the sixteen schools. 
In April, follow-up letters (Appendix G) were sent to principals who had not 
responded to the questionnaire. The questionnaire was designed to obtain 
data relative to principals' views on the mentor teacher program and ways the 
principal provides instructional leadership. 
Three principals signed interview consent forms (Appendix H) and 
participated in interviews by answering open-ended questions. (Appendix I). 
The literature review in Chapter II revealed that the success of mentoring may 
depend on the support of the principal. Open-ended questions were 
developed to provide insights about the principals' role as an instructional 
leader and to provide information on the effectiveness of mentor teacher 
programs before mentoring programs become implemented as a part of 
Massachusetts' certification law. Interviews which took less than one hour 
were conducted in the principals' offices and a tape recorder was used to 
record responses. Questions were asked without any probing for clarity or 
additional information. Notes were kept during the interview. On the same 
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day that each interview was held, the researcher listened three times to each 
interview and transcribed the interview to written text for analysis. Except for 
minor changes, such as standardizing grammar, the interviews were 
transcribed verbatim. 
The second focus of the study was to assess what mentor teachers felt 
were effective leadership strategies employed by their principals as they 
assumed a leadership role in their schools. The researcher attended all five 
training sessions and during the first session explained her research plans to 
mentor teachers. The workshop leader permitted the researcher time, during 
the March 1991 training session, to distribute the consent forms (Appendix J) 
and administer the questionnaire (Appendix K) to the mentor teachers. The 
researcher assured them that the anonymity of each participant and the district 
would be maintained. 
After completing all of the above, the researcher analyzed the responses 
to the principals' questionnaire. Tables were developed to help visualize 
principals' responses. Significant passages from principals' interviews were 
reviewed, examined and conclusions were drawn from these passages. 
The researcher reviewed the mentor teacher questionnaires by sorting 
the responses and then by grouping and quantifying similar responses. Tables 
were developed to help illustrate responses. After completing these tasks, the 
researcher analyzed the data, wrote the conclusions and formulated 
recommendations based on the results of the study. 
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Pilot Mentor Teacher Program 
The school committee and the teachers' union established as part of the 
three year negotiated employment contract, effective September 1, 1989 
through August 31, 1992, a mentor teacher program which provides 
experienced teachers with a formal role in the initiation and orientation of 
teachers new to the profession and/or new to the system. The contract states 
that: 
The Committee and the Union agree that a mentoring system to provide 
support and training for new teachers and a structured system for 
veteran teachers to continue to gain and share expertise is an essential 
goal for developing excellence in the Public Schools. 
A Mentor Committee will be established to design the job description 
and operating model for mentor teachers, and to select such teachers. 
This seven member committee will be composed of four teachers 
appointed by the Union and three members appointed by the 
Superintendent. . . The committee's goal is to implement a mentoring 
program as soon as possible, with a target of January, 1990. 
Teachers will apply for the position. Once selected, they will be 
provided appropriate training for the role. The mentoring program will 
aim to establish a one-to-one relationship between a mentor teacher and 
all newly hired teachers. . . [T]hey will receive a salary of 1/10 of their 
ten month salary. 
The school department issued a personnel circular which was circulated 
to all school personnel in June 1990 and again in September 1990. The 
personnel circular invited teachers to apply for the position of mentor teacher 
and included a list of responsibilities and qualifications. 
Responsibilities: 
1. Participates in the training for implementing a mentor program 
for new teachers; 
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2. Provides collegial support and practical assistance to new 
teachers in effective teaching and classroom management; 
3. Considers the mentoring program an opportunity for professional 
growth for both new and experienced teachers; 
4. Plans and conducts periodic classroom observations with the new 
teacher; 
5. Confers formally and informally with the new teacher on a 
regular basis. 
Qualifications: 
1. Minimum of three years successful urban teaching experience (K- 
5); 
2. Proper certification in subject area. (Teachers in specific certified 
program areas are urged to apply, i.e. Special Education, 
Bilingual); 
3. Ability to articulate with good communication and interpersonal 
skills; 
4. Reflect the art of teaching through current teaching/learning 
principles; 
5. A knowledge of school policies and procedures. 
The personnel circular also included information relative to the criterion that 
the selection process for mentor teachers would be district wide. 
Although many outstanding teachers applied for the mentor teacher 
position, the only mentor teachers selected were those with beginning teachers 
in their schools. Thus, a school's involvement in the pilot program was 
limited to the selection of mentor teacher. The mentor committee (four 
teachers, a zone superintendent, a central office administrator and a principal) 
reviewed applications, interviewed candidates and selected mentor teachers. 
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The committee also selected the consultant who provided the training to the 
mentor teachers. 
Training 
The mentor teacher program created new roles for experienced teachers 
in the induction of new teachers into the profession. Given their expanded 
scope of responsibilities, mentor teachers themselves needed help, support and 
guidance in assuming their new roles. Additional training was perceived to be 
essential. 
Training sessions were held on December 6 and 7, 1990, February 5, 
March 21 and April 25, 1991. The program officially began on the first day of 
training - December 6, 1990. The superintendent of the district's schools came 
to this session to congratulate the mentor teachers on having been selected and 
gave support to the mentor teacher program. 
During these five days of lectures, workshops, and panel discussions, 
mentor teachers participated in becoming knowledgeable about areas central to 
the mentoring role: 
♦ Changes in Massachusetts certification requirements; 
♦ Peer coaching and observation techniques; 
♦ Adult learning styles and development; 
♦ Roles and responsibilities of mentor teachers; 
♦ Communication skills; and 
♦ School culture. 
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The mentor teacher program represented a significant change in the 
roles, responsibilities, attitudes and behaviors of principals and experienced 
teachers who were newly appointed as mentor teachers. In the past, effective 
teaching had been linked to administrative support, and activities to foster 
personnel development and professional growth had been related to effective 
staff training practices of principals. Now, mentor teachers were being trained 
and assigned to arenas which had traditionally belonged to the school system's 
administrative staff. 
Principals 
This research study involved principals and mentor teachers in the 
sixteen schools involved in the pilot mentor teacher program. The first focus of 
this study was to determine the impact the principal makes in developing, 
advancing and encouraging shared leadership roles with the mentor teacher. 
Fourteen principals responded and provided answers to questions 
concerning their length of time as principal, their opinion on the need for a 
mentor teacher program and the ways they provide instructional leadership. 
Three principals participated in a one-on-one interview and answered 
questions regarding the attributes of an effective principal, the role of a 
principal in a mentor teacher program, the role of a mentor teacher and what 
kind of teacher makes the best mentor. 
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Mentor Teachers 
The second focus of the study was to assess what mentor teachers felt 
were effective leadership strategies employed by their principals as they 
assumed a leadership role in their schools. Twenty-one mentor teachers 
answered questions regarding their length of time as a teacher; opportunities, 
highlights, successes and frustrations of the mentoring experience; and 
contributions, if any, that the principal may have provided. The presentation of 
the questionnaires and interviews will be included in the next chapter. 
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CHAPTER IV 
ANALYSIS OF THE STUDY 
The first focus of this study was concerned with the impact the principal 
makes in sharing, fostering and promoting teacher leadership. This chapter 
includes presentation and discussion of results obtained from the principals' 
questionnaire as well as answers obtained from three school administrators 
who participated in one-on-one interviews and provided insight into their role 
as leader. The second focus of this study was concerned with what mentor 
teachers felt were effective leadership strategies employed by their principals 
as they assume a new role. This chapter includes presentation and discussion 
of those results as well. 
Responses to the Principals' Questionnaires 
The population of fourteen principals who participated in this study 
included nine men and five women who were moderately experienced 
administrators with stable continuous service in the eleven elementary and 
three middle schools to which they were currently assigned. 
The average number of years during which they had held the title of 
principal was nine years. The range varied between one and twenty years. 
Seven principals had more than six years experience in the position and seven 
had less than six years in the position. 
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Table 1 
Experience as a School Principal 
Years as Principal Men Women Total 
0-6 Years 5 2 7 
7-12 Years 1 2 3 
13-20 Years 3 1 4 
Total 9 5 14 
Experienced teachers working with mentor program new teachers were 
perceived to be an asset by the majority of principals. Among the survey 
population, eight principals answered "yes”, two answered "no" and four 
answered "not sure" to the statement, "the mentor teacher program is necessary to 
improve the quality of teaching in the districtOf the seven principals with 
more than six years experience, six answered "yes", and one answered "not 
sure." And, of the seven principals with less than six years, two responded 
"yes," two responded "no" and three responded "not sure." 
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Table 2 
Principals' Views of the Mentor Teacher Program 
0-6 Years 
Experience 
More than 6 
Years Experience 
Total 
Program Necessary 2 6 8 
Program Not Necessary 2 0 2 
Not Sure 3 1 4 
Total 7 7 14 
Principals with more years of experience seemed to view the mentor 
teacher program as a more positive instrument for improving the quality of 
teachers than did less experienced principals. Perhaps the more experienced 
principals have seen both successes and failures during their careers and are 
more likely to be open to exploring new resources. Perhaps their role as 
school leader may less likely be threatened. A principal with long service may 
be more likely to provide a positive forum for initiatives and to share the task 
of acculturating 'new7 teachers to both the profession and the school. 
Of the principals who responded, one principal had three mentors, two 
had two mentors and the remainder had one mentor in their school. Of those 
principals with more than one beginning teacher team, all but one indicated 
that the teams were selected by the principal. 
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Encouraging teachers to attend seminars, professional conferences and 
workshops was the answer given by the vast majority of principals to the 
question, how do you encourage experimentation in instructional techniques? 
Several also indicated that they bring in speakers. 
One of the less experienced principals commented, "provide wide 
latitude for experimentation... with specific goals and an action plan," 
whereas an experienced principal indicated, "allow teachers to experiment with 
understanding they will be evaluated on technique." 
Other individual responses were: 
♦ Bring in outside consultants to explain new instructional 
techniques then have the teachers choose; 
♦ Include magazine clippings with the daily memo; 
♦ Teachers give workshops for their colleagues; 
♦ Exchange ideas; 
♦ Topics generated by consensus; 
♦ If teacher shows an interest in some area (whole language), 
everything is done to help; 
♦ Cluster organization; 
♦ Planning and development time together. 
Ten principals answered "yes" to the question, do experienced teachers 
participate in peer coaching? Three qualified their yes answer by adding 
comments: "to a small extent", "but not many", "informal". Three principals 
answered "no", and one responded "not sure." 
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Table 3 
Principals' Views of Experienced Teachers Participation 
in Peer Coaching 
Yes Yes, But Not Sure No 1 
Experienced Teachers Should 
Participate in Peer Coaching 
7 3 1 3 I 
All principals indicated that they do encourage teachers to observe one 
another and to discuss each other's work. Two added comments: 
♦ But they don't, they need a structure that I haven't provided yet; 
♦ Encouraged but used infrequently. 
Principal Interviews 
In-depth interviews with three principals offered valuable insight into 
the early stages of the effectiveness of a pilot mentor teacher program in a 
large urban district. One effective principal was identified by each zone 
superintendent. In addition to completing a questionnaire, three principals 
also participated in a one-on-one interview. 
School A 
Principal A is a fifth year principal. Prior to assuming this role. 
Principal A served the district as an assistant principal, central office 
administrator, guidance counselor and teacher. More than 700 students attend 
School A. Two assistant principals comprise the remainder of the 
administrative team. In response to the questionnaire statement, "the mentor 
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teacher program is necessary to improve the quality of teaching in the district", 
Principal A responded "Not Sure”. 
WHAT ARE THE ATTRIBUTES OF AN EFFECTIVE PRINCIPAL? 
According to Principal A, there are many attributes that contribute to 
one's becoming an effective principal. Without prioritizing them. Principal A 
thinks one has to be a leader by example and that example must be by one's 
decorum, by one's presence and by one's speech. Principal A believes an 
effective principal must be able to inspire, to challenge and to motivate and 
says, "an effective principal is one who must know not only how to nurture, to 
stroke, to reward but how to challenge, to push, to encourage." Principal A 
uses the word encourage interchangeably with push. 
Principal A also thinks that one's success, credibility, and effectiveness 
hinges on one's ability to include the total school community in decision 
making. Everyone has to believe that what he or she has to say is important. 
That does not mean that the final decision rests with the faculty, however. 
Whenever Principal A wishes to implement a practice which is unique 
and yet not constrained by policy. Principal A holds an 'Open Forum'. " 
Come! Let's talk, let's share ideas." Open Forum is the conceptual framework 
that Principal A employs to share ideas, plans, and concerns. ’Tell me what 
you think—is this crazy? Will it work?" Open Forum is also a time to ask 
teachers, 'What are you doing in your area? How can I help? Do you need a 
workshop? What can the administration do to help you?" 
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During a recent Open Forum, one of the issues raised by the teachers 
dealt with student behavior. Teachers said, "It's spring, students are getting 
antsy. We need the administration to pull out all the stops to help us reinforce 
discipline.M Although Principal A had thought the school's administrative 
team had been doing that all along. Principal A expressed sincere thanks to 
the teachers for the helpful information. 
Principal A believes an effective principal must have high visibility and 
believes that teachers feel supported when they see the principal around the 
building. They develop a comfort level and do not feel intimidated every time 
they see the principal. When teachers do not feel that every visit is for 
evaluation, a principal becomes comfortable with how teachers do what they 
do in their classroom setting. 
"An effective principal must also have high expectations" says Principal 
A. "I try to make everyone believe that what he/she brings to this building is 
very, very important. We all don't have equal skills. However, there is a 
place for honest professional and philosophical differences. We all have a 
common goal and it is excellence. I don't drop that for anyone regardless of 
seniority or anything. There are some people who feel that rules apply to 
everyone but them. Uh, uh, excellence and equity, that's it." 
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WHAT IS IT THAT THE PRINCIPAL CAN DO (OR HAD DONE) TO MAKE 
THE MENTOR TEACHER PROGRAM WORK? 
According to Principal A, the principal can provide a climate for the 
Mentor Teacher Program to work and thinks the principal should be key in 
how that comes out in a building. 
Principal A says, "Now if a mentee feels the mentor is my right hand, 
my spy, giving me feedback-it won't work. I think the principal can remove 
that aura. I think those two parties, the mentor and mentee, and the principal 
need to put their cards on the table so we can share ideas. The mentee may 
feel that this is all evaluative, that someone's looking at them under a 
microscope. By working together, a positive climate can be created." 
DEFINE THE ROLE OF MENTOR TEACHERS. 
Principal A hesitated to use the word teach, but believes that by 
example, by encouragement, and by peer coaching, the mentee will derive 
effective teaching techniques. The mentors' role, according to Principal A is 
"to help the less experienced teacher organize and shape his or her teaching 
style." 
WHAT KIND OF TEACHER MAKES THE BEST MENTOR? 
Principal A believes a mentor teacher does not have to be the most 
experienced and says "the best kind of teacher is one with good classroom 
management and organizational skills who has the ability to use varied 
materials, approaches and techniques.. .someone who will get involved in 
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really inspiring and motivating kids and can share and transfer that spirit to 
their role as a mentor teacher." 
School B 
Principal B is a first year principal who prior to the current school year 
served the district as a central office administrator and teacher. In response to 
the questionnaire statement, "the mentor teacher program is necessary to improve 
the quality of teaching in the district", Principal B responded "Yes". 
WHAT ARE THE ATTRIBUTES OF AN EFFECTIVE PRINCIPAL? 
Principal B describes an effective principal as someone who can delegate 
effectively; someone who can empower others; someone who is not afraid to 
give some power to teachers; someone who will share their responsibilities; 
someone who knows what his/her goals are and doesn't vacillate. 
WHAT IS IT THAT THE PRINCIPAL CAN DO (OR HAS DONE) TO MAKE 
THE MENTOR TEACHER PROGRAM WORK? 
Principal B had two mentor teachers and tried to match them up with 
the beginning teachers that needed the most help. 
Principal B had Mentor Teacher A work with an individual who was 
previously an art teacher. This year the person had a homeroom and needed a 
lot of support. 
Principal B had Mentor Teacher B work with a new teacher whose 
classes were adjacent to one another. Mentor Teacher B was described by 
Principal B as "imaginative" and the beginning teacher as "willing to learn 
and work as a partner." 
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With more beginning teachers than mentor teachers. Principal B asked 
other experienced teachers if they would voluntarily help other teachers who 
are in their second year, new to the building, new to the grade, or new to the 
system. 
DEFINE THE ROLE OF MENTOR TEACHERS. 
Principal B defines a mentor as the person the new teacher can depend 
on and one who can assist a new teacher who might say, "I need help. Can I 
call you at home? Can we meet after school?” 
WHAT KIND OF TEACHER MAKES THE BEST MENTOR? 
Principal B says, 'The best mentor is a teacher with a lot of 
imagination; a person who is flexible, who is reachable, who has no time 
limits, who can give constructive criticism; someone who works well with 
kids, someone who knows his/her area; a teacher who works well with 
teachers, a team player who is willing to give of their resources, and is able to 
share." 
School C 
Principal C is a fifth year principal and is aided by two assistant 
principals. Before assuming the prindpalship. Principal C served both as 
assistant principal and teacher at School C. Principal C also served on the 
mentor committee whose responsibilities included interviewing candidates and 
selecting mentor teachers. In response to the questionnaire statement, "the 
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mentor teacher program is necessary to improve the quality of teaching in the 
district”, Principal C responded "Yes". 
WHAT ARE THE ATTRIBUTES OF AN EFFECTIVE PRINCIPAL? 
Principal C believes there are quite a few attributes of an effective 
principal and began by stating that one must be flexible. "What does flexibility 
mean?" Principal C answers, "It means being able to adapt to ongoing changes 
from year to year or basically from week to week, from day to day. One has a 
lot of different constituents here - the students, parents, teachers, people from 
the zone, from central, community agencies and so forth. A lot of demands 
are placed on principals to respond to each one of them, and those demands 
change regularly. You have to be flexible enough to keep the goal of the school 
in mind and to keep everyone's interest in mind." 
"You must balance all of those things out. That balancing act doesn't 
always work out. You are going to drop a ball every now and then, if not 
often. Part of that flexibility also means that sometimes you have to put your 
own needs and issues aside and not be an egomaniac about how you see the 
school needs to be run. As we get more and more into this whole business of 
school based management and shared decision making, it becomes more 
important that we are no longer the sole arbitrators. We are not the decision 
makers and we are going through that transition here." 
Principal C believes an effective principal must be a global 
communicator for one's OKn vision and sees this as the role the principal has 
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to play, shared decision making or not. When participating on the council 
meetings. Principal C sees the principal as the one who supposedly has all the 
pieces, all the responsibility no matter what happens. 
Principal C thinks that not only must a principal clearly communicate 
ideas and notions about ways to improve, but that a principal must put 
together the other constituents' ideas about school improvement and 
incorporate them into one's own views, perhaps supplant one's own views. 
Principal C is a strong believer in shared decision making and says it is 
because it is hard to keep up with everything that is going on in such a large 
school. Principal C depends upon his staff all the time. "Plus, just the fact 
that people have a lot of ideas and I go to them for help with solving 
problems. I have two or three ways to solve a problem, and they have two 
other ways to solve a problem. At this point, I am more than willing to share 
problem solving issues with the staff. So, you have to communicate that very 
clearly to the staff that you are out there with them; that they can and that 
they have to take on decision-making responsibilities." 
Principal C believes you have to be someone who is open, warm, caring 
and at times obviously tough. Principal C qualifies the description by saying, 
"Being tough is not my strong suit, but the position changes you. Your 
leadership style is changed by the position. You don't come to school to be 
loved. There's something you'd rather not do, but sooner or later you are 
going to have to do it. You have to make a choice." 
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Principal C continues, "There are a lot of little pieces. You have to want 
to be a principal. That means you want to know what's going on about 
education, to communicate that to other folks, to have people want to come in 
and experiment a lot, to take risks. Everyone here needs to take risks and if it 
doesn't work, it doesn't work. We have to accept the fact that sometimes we 
are going to fall flat on our faces. Hopefully, not too hard." 
WHAT IS IT THAT THE PRINCIPAL CAN DO (OR HAD DONE) TO MAKE 
THE MENTOR TEACHER PROGRAM WORK? 
Principal C believes that it is a matter of giving teachers the sense that 
they are key to the success of the school and says to the teachers, to the parents 
and to all his constituents, "I can be charming, bright, all kinds of wonderful 
things, but, if the teacher in the classroom is not with it, is not making it 
happen for that kid, it doesn't make any difference who or how the principal 
is." Principal C says that giving teachers the sense that he/she is the key 
individual in the classroom validates the profession. Principal C encourages 
veteran teachers to mentor new teachers by saying, "You are a capable teacher 
with a lot of experience, a lot of knowledge. Now, it's your turn to turn that 
around and look at somebody who is coming through the ranks, who needs all 
kinds of support." 
Principal C says, "If nothing else, I think that's something I've been able 
to do here - to move people into leadership positions: To allow them to, to 
encourage them to, to give them the power to - not just sort of give them the 
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sense that they have the power but, to actually - delegate that power to them 
so that they can make decisions." 
In the past. Principal C has asked committed, successful teachers to 
mentor people who are experienced but are newcomers to the building, to let 
them know how things run and work in School C. 
DEFINE THE ROLE OF MENTOR TEACHERS. 
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Principal C believes the mentor teacher needs to walk the new teacher 
through the things they are going to do on a day to day basis and says, 
"Mentor teachers have to give mentees a sense of security to let them know 
that they are not alone. If the human relations component is done well and 
the individuals click, then the mentee can feel comfortable that someone else is 
out there to assure them that they are not alone, not out there floating." A 
mentor has to give their partner/mentee the sense that, 'Til be there for you." 
"Mentor teachers need to explore the intangible pieces, the uncertainties. 
New teachers may need to know how do I proceed? Is this the right way to 
do it? Mentor teachers need to give them a lot of support. Mentor teachers 
need to provide guidance, information, ideas, and a lot of hand holding 
especially, when things don't work out. Mentors need to be constructively 
critical and hopefully bring that individual into the mainstream of whatever 
organization they are working." 
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WHAT KINDS OF TEACHERS MAKE THE BEST MENTORS? 
People who love teaching, who are patient, and who have the time 
make the best mentor teachers, according to Principal C. ’Unfortunately, there 
are other folk here who have those qualifications in terms of what they can 
provide, in house, but you really need time. Some have to run back to their 
families or have other commitments. We have lots of people who 'bang' at the 
end of the day, have to go. While they are here, they are outstanding; but 
they really cannot commit themselves to doing anymore than they do already." 
Principal C continues , "A teacher who over the years has demonstrated 
an interest in the profession, in learning more about it, in areas that may not 
even be his/her own, who is recognized by other folks as being quality folks is 
a potential mentor. Mentor teachers have to have, in a sense, the right 
personality. You want to be sure that whoever is going to be involved in the 
profession is as good as possible, especially if they are in your building." 
Principal C adds, "The best mentor teacher is obviously someone who is 
always on the cutting edge. There's no sense in having a brand new teacher 
coming in who is far more knowledgeable about a lot of things than the 
mentor teacher who just happens to have gotten an excellent performance 
evaluation, but really hasn't learned anything new. We've got to have 
someone who is always out there finding out and testing themselves and is 
able to communicate that well to others-someone who can give a workshop." 
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Responses to the Mentor Teachers7 Questionnaires 
Twenty-one of the twenty-three mentor teachers responded to the 
questionnaire. The mentor teachers gave similiar responses, several responses 
or no response to each of the questions. Mentor teachers have been teaching 
from thirteen to twenty-six years. 
TABLE 4 
Experience as a Teacher 
Years as Teacher Men Women Total 
13-17 2 6 8 
18-22 1 8 9 
23-26 2 2 4 
Total 5 16 21 
WHAT OPPORTUNITIES FOR PROFESSIONAL GROWTH DOES THE 
MENTORING EXPERIENCE GIVE? 
Developing a relationship with a beginning teacher was cited by ten 
mentor teachers as opportunities for professional growth. These included: 
In addition, mentor teachers answered the question with the following 
responses: 
♦ Sharing expertise, knowledge, and philosophy; 
♦ Imparting knowledge and skills; 
♦ Developing sensitivity to rookies' plights; 
♦ Organizing and sharing many years of teacher experience; 
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♦ Becoming familiar with another culture; 
♦ Sharing mentee's joys, problems and ideas; 
♦ Improving skills in professional interactions; 
♦ Seeing teaching through the eyes of a first year, enthusiastic 
teacher; 
♦ Helping to develop my skills of interacting with a co-worker in a 
non-evaluative way; 
♦ Influencing positively a new teacher in the system which will 
impact our future students. 
The relationship mentors developed with their peers during training 
sessions were described by four mentor teachers as opportunities for professional 
growth. They included: 
♦ Interacting, and learning from a wonderful, enthusiastic group of 
teachers from other schools; 
♦ Learning so much from everyone; 
♦ Hearing how good/bad conditions are in other schools; 
♦ Broadening my horizons in terms of what other people do. 
Seven mentor teachers dted new knowledge and the training sessions as 
opportunities for professional growth. Responses included: 
♦ An excellent training program; 
♦ An opportunity to receive graduate credit; 
♦ Reading materials, research articles; 
♦ Training myself as a listener; 
♦ Learning and practicing active listening skills; 
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♦ Training in clinical supervision and practice experiences; 
♦ Adding a new spark in my teaching which has resulted in my 
enrolling in courses and workshops to further my own teaching 
style. 
The mentoring experience gave seven mentor teachers an opportunity for 
professional growth in terms of their ability to reflect about their new role: 
♦ Having been selected a mentor; 
♦ Reassessing myself as a professional; 
♦ Remaining in teaching force, working above and beyond the call 
of duty and being appropriately compensated; 
♦ Being valued as a knowledgeable professional; 
♦ Professionalism is rewarded; 
♦ I feel we are change agents for the system; 
♦ Hopefully, an opportunity to affect the future of the mentoring 
process in the district and state in preparation for the 1994 state 
mandate. 
The challenge of adult interpersonal relationships as opportunities for 
professional growth was described by one mentor teacher in the following way: 
"It's a chance to try out a different role, to form a special relationship with 
another adult. It has summoned from me all the sensitivity, the forbearance, 
the intelligence and knowledge about my craft that I have been able to muster. 
It's another way to remove barriers, bring teachers together in collaborative 
efforts for better teaching." 
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Table 5 
Opportunities for Professional Growth 
Responses Number of Respondents 
Relationship building with 
beginning teacher. 10 1 
Relationship building with 
other mentor teachers. 
4 
New knowledge and training 7 
Reflection about new role 7 
WHAT ARE THE HIGHUGHTS OF YOUR MENTORING EXPERIENCE? 
The highlights of the mentoring experience were described by seventeen 
mentor teachers mainly in regards to the sharing relationships that developed 
at their schools with their partners, other peers and students and during 
training sessions with other mentor teachers. 
♦ Helping mentee to become acculturated and sensitive to the 
students, peers and the community; 
♦ Abolishing teacher isolation; 
♦ Being able to meet my partner teacher's voiced needs, being able 
to provide reassurance about his/her concerns; 
♦ Developing a trusting, helping relationship with a new teacher; 
seeing him/her grow, adapt and succeed with ideas that have 
grown out of the time spent in observing and conferencing; 
♦ Learning from my partner and working together to do a better 
job for our students; 
♦ Developing a new relationship/friendship with mentee that 
perhaps would not otherwise have been generated; 
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Helping mentee acquire materials, i.e. furniture, teachers' 
editions, manipulatives; 
Watching a young inexperienced teacher develop her teaching 
skills; 
Watching some of my ideas help another teacher—knowing that 
my support has made a difference, has been a positive 
experience; 
Exchanging ideas; 
Viewing someone who is genuinely excited about teaching-’the 
faculty at my school is graying and much of the excitement is 
gone. Observing someone young and energetic has helped to 
recharge my batteries;" 
Connecting—making a difference in how your mentee's day, 
week, month is going; 
Sharing my knowledge and expertise with my colleagues and 
friends; 
I love working and sharing with other mentors. We are doing 
great things in our school; 
Seeing young teachers enter our profession and succeed; 
Team teaching, "teaming" of classes (integrated activities), 
different ages/grades/disciplines; 
Cultural exchanges; 
’Ties" made with teacher in a different discipline/grade 
level/area of building; 
Working with someone in another area of certification, crossing 
learning areas; 
Understanding what it is like to be a new teacher again; 
I love doing this! I think I might like to be a Director of 
Instruction; 
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♦ That I've made a difference in the 'forever' of a teacher and 
therefore innumerable lives; 
♦ Seeing a men tee successfully implement changes you have 
suggested; 
♦ An opportunity to befriend, teach another adult in the profession 
I respect; 
♦ Positive feedback from mentee; 
♦ Recognition of my strengths and accomplishments as a teacher; 
♦ Development of a new relationship/friendship with mentee that 
perhaps would not otherwise have been generated. 
One mentor described the highlights of the mentoring experience as "a 
chance to really affect the quality of direct services to children and parents. 
This is probably the last chance to improve teaching at the grassroots level." 
After three months of mentoring, one mentor teacher wrote: "I think 
some of the highlights are still to come at this point. Tomorrow we will be 
bringing our classes together to read books and I anticipate a very rewarding 
experience for our students and ourselves." 
Having been a successful candidate for the city wide position of mentor 
teacher was mentioned by one mentor as a highlight of the mentoring experience. 
The support of the mentor teacher committee and the workshop leader 
was viewed by three mentor teachers as a key highlight of the mentoring 
experience: 
♦ I like the professionalism shared by the mentor teacher committee 
members who listen to us; 
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The genuine support from the mentor committee and others will 
take me a long way in my teaching career; 
♦ It has been a very enjoyable experience for me — the committee 
members are supportive and are a wonderful resource group for 
us. 
Six mentor teachers described the workshops/training sessions as 
invaluable highlights of the mentoring experience. These training sessions 
provided a forum for: 
♦ Sharing our frustrations, accomplishments, concerns, and 
disappointments with other colleagues; 
♦ Meeting a dynamic group of professionals; 
♦ Learning about the role from the trainer; 
♦ Acquiring new ideas and methods of how to deal with specific 
situations in the classroom and the school; 
♦ Gathering valuable information and insights; 
♦ Meeting other mentor teachers who excel in what they do. 
Table 6 
Highlights of the Mentoring Experience 
Responses Number of Respondents 
Sharing relationships 17 1 
Support of the mentor teacher 
committee and workshop leader 3 
Workshops/Training Sessions 6 1 
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WHAT ARE THE SUCCESSES OF YOUR MENTORING EXPERIENCE? 
WHAT CAUSE THE SUCCESSES? WHAT CONDITIONS ALLOW FOR THE 
SUCCESSES? 
The successes of the mentoring experience, the causes of the successes and the 
conditions that allow for the successes were described by the mentor teachers in a 
variety of ways. Just as the development of sharing, supporting relationships 
were described as opportunities for professional growth, twelve mentor 
teachers felt that a successful mentoring experience depended upon a strong 
trusting relationship between the partners. They include: 
♦ Trust and communication were essential; 
♦ The development of a strong, open relationship helped to make 
this a good experience; 
♦ Sharing and support were vital. I think my partner and I model 
the collegiality the system needs. This was a mutually beneficial 
experience for both of us. We are both open-minded to new 
experiences; 
♦ My partner has been very receptive, friendly, willing and 
gracious. Any success, I feel I owe to her receptiveness. 
Hopefully, we will have more sharing activities with our classes 
within the next few months; 
♦ Self-confidence on the part of both teachers; 
♦ Sharing teaching experiences, enthusiasm, resources, 
teaching/learning strategies; 
♦ Building a friendship; 
♦ Being able to share, support and give resources to another 
colleague who values and takes your advice and sees some 
positive things happen in her classroom; 
♦ Open dialogue about educational i sues; 
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♦ Negatives verbalized early and often do not fester and become all 
consuming; 
♦ One very important success is when you know your mentee feels 
confident enough to ask you for advice. This success can be 
validated when you see evidence in her classroom of your advice 
being heeded; 
♦ Because mentee is "open" (i.e. malleable) my mentoring 
experience has been a success. If my mentee was not "open" 
there would be minimal respect. 
It was mentioned that there must be open mindedness from both and a 
belief that both partners can grow, learn and benefit from such a partnership. 
Successful mentoring experiences were seen to provide much needed support 
and to allow a new teacher to believe that the problems and concerns they 
have about teaching are common and felt among experienced teachers as well. 
Two mentor teachers reported that the successes, causes and conditions that 
allow for the successes of the mentoring experience include relationships with other 
peers at school: 
♦ I think I have gained some respect from my colleagues. They 
always thought I was doing good things in my class, but now 
they reaffirm that I have been given the authority to work with 
other teachers; 
♦ Colleagues congratulate me on this exciting new venture. 
The workshops were reported by three mentor teachers as contributing 
to the successes, causes and conditions of the mentoring experience: 
♦ Meeting in a professional setting and being treated professionally 
(being fed an excellent meal, being listened to) greatly enhance 
the experience; 
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♦ Listening to other mentors tell their tales of successes and 
problems helped me to realize the value of the mentoring 
experience; 
♦ The opportunity to discuss openly your concerns with the other 
members of the program was invaluable. 
Other mentor teachers described successes, causes and conditions in the 
following ways: 
♦ One success included helping my partner to look at her class as a 
whole and not to zero in on an individual's behavior; 
♦ Helping my partner to deal more effectively with her 
paraprofessional was a success; building a relationship and trust 
takes time, sensitivity, listening and responding to spoken and 
nonverbal cues; 
♦ Being able to share, support and give resources to another 
colleague who values and takes your advice was a reason for 
success; 
♦ Helping partner learn new ways of teaching; 
♦ Discussing discipline issues; 
♦ Helping partner in general 'housekeeping/ materials, ways 
around building, workshops available, etc; 
♦ Identifying areas of need helps make way for success; 
♦ The personalities of both of us and the desire for excellence in 
teaching cause the successes; 
♦ Being next door and readily accessible to my partner facilitates 
this sharing; partner's own mature 'professionalism' and 
strengths have made all interactions positive and growthful; 
♦ Proximity is a number one condition for success; 
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Table 7 
Successes, Causes, Conditions 
Responses Number of Respondents 
Strong trusting relationships 
between the partners 
12 
Relationship with peers at 
school 2 
Workshops 3 
WHAT CONTRIBUTIONS, IF ANY, DID THE PRINCIPAL MAKE TO 
THE MENTORSHIP? WAS THE PRINCIPAL RESPONSIBLE FOR 
CONTRIBUTING TO THE MENTOR TEACHER'S SUCCESS? 
Three mentor teachers indicated that although their principals did not 
make any contributions to the mentorship, their principals did not interfere. 
They reported: 
♦ Principal provided us with the opportunity to work; his non¬ 
interference was most helpful; 
♦ Yes, we have a very open school. We try to foster new 
experiences. He didn't get in the way and we made it our own 
program; 
♦ Principal is always there for advice or help but never interferes; 
According to seven mentor teachers, the contributions of their principals 
consisted primarily of assigning /introducing the partners to one another. 
They wrote: 
♦ Principal's only role was the assignment of the mentor-mentee 
partnership; 
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♦ Principal did the assigning-really no contribution; believe this is 
really the role of a supervisor; 
♦ Principal held the initial meeting along with his administrative 
staff, three mentors and three mentees in his office. He set the 
tone for cooperation, team spirit among us and the fact that this 
would be non-evaluative. However, after the initial meeting has 
had little input, intentionally I believe; 
♦ Principal arranged for an informal meeting in his office between 
mentee and myself. He lent his support, describing the program, 
explaining the confidential nature. He has made a special effort 
to meet the material needs of the mentee; 
♦ Principal announced our mentor-mentee relationship in our daily 
bulletin. Other than that, nothing. I wish he had spoken to both 
of us together at the beginning, as my partner missed the 
informational meeting about the program and had no idea what 
was involved. I can't blame him too much, though, as I didn't 
request the meeting, but I wish it had come from him; 
♦ Principal was somewhat negative at the onset when 
communications were not being clearly directed to her through 
the appropriate "chain-of-command". Having resolved that, she 
identified my partner, gave us her blessings and has remained 
uninvolved but supportive of the concept; 
♦ Principal did help allay my initial fears and concerns about 
mentoring a new, experienced teacher. He said I had a lot to 
offer and pointed out areas where she may need support. We've 
had a minimal amount of discussions on mentoring. 
Seven mentor teachers indicated that the principal had made no 
contributions to the mentorship or to their success as a mentor. Responses 
included: 
♦ None, not that I'm aware of; maybe on the other hand, I could 
have pushed for more support; 
♦ Principal was not involved in the program; 
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♦ None, my principal has not been involved in my mentorship 
except to ask how it was going; 
♦ My principal did not make any contributions. He felt the mentee 
really did not need a mentor (she has good classroom control). I 
had to continually ask him to announce or introduce her to me as 
my mentee. He has not asked me once, how is she doing? What 
am I doing? He just does not seem to value any position as a 
mentor. He has not asked me what time I have made available 
or offered any support to me as a mentor; 
♦ None, in fact the principal was passively resistant to 
the program and has clearly questioned the need for 
such a program. The principal may even have been 
slightly threatened in the role of educational leader. 
Table 8 
Principals' Contributions 
Responses Number of Respondents 
Although no contributions. 3 




WHAT FRUSTRATIONS HAVE YOU EXPERIENCED? 
Time was mentioned over and over again as a major source of 
frustration for fourteen mentor teachers. 
♦ Time; if we had known, we could have scheduled planning and 
development periods better; 
♦ No time to observe, be observed, discuss observations. I'd rather 
have time than money; 
75 
♦ Lack of time to do the job I've been hired for; 
♦ Lack of common time; 
♦ Lateness of the year to start; 
♦ Difficulty developing rapport in short time allowed. 
♦ My professional after-school obligations have prevented me from 
seeing mentee in a relaxed setting after work. Before school is 
best, but time is abbreviated. 
Lack of administrative support was cited by two mentor teachers as a 
source of frustration. Their responses include: 
♦ Lack of support from administrative team in helping beginning 
teachers assigned to another mentor in my building; 
♦ Initiating the relationship—my principal was not at all helpful 
until she felt the issue was being addressed to her through proper 
channels. 
Table 9 
Mentor Teachers' Frustrations 
Responses Number of Respondents 
Time 14 
Lack of administrative support 
2 
Additional frustrations of mentor teachers included: 
♦ Not being on the same floor of the building with my partner 
teacher; 
♦ Not having an opportunity sooner in the process for all mentors 
and mentees to meet together and share ideas as one group; 
♦ The fear of layoffs-both hers and mine are stress inducing; 
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♦ I'd prefer working with someone who has worked in an area of 
my expertise. I don't think my partner needs mentoring in the 
way the team is envisioned. Maybe an experienced teacher 
should have the option of choosing to be mentored; 
♦ Having my partner teacher doubt for a long time that she 
wanted/needed a mentor was frustrating. Knowing that I could 
give her so much help but being unable to do it until she decided 
she wanted the help was stressful. 
♦ It was only recently that I realized that the trust level of our 
relationship was not where I perceived it to be. I must go back 
and work on this; 
♦ Partner is experienced teacher-new to grade level-having several 
difficulties-partner avoids the partnership at all times (cancels 
meetings, asks for only material things, always in a rush). 
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CHAPTER V 
SUMMARY, CONCLUSIONS, RECOMMENDATIONS 
Summary 
Teaching is a complex task involving an extended period of preparation 
and a lifelong journey involving continuous professional development. 
Programs for beginning teachers are designed to enhance skill competencies, to 
reduce staff attrition rates, to improve the quality of educational instruction, 
and to strengthen the school as an organizational entity which serves a number 
of constituencies effectively. Not surprisingly, new teachers are frequently 
inadequately prepared for the complexities and vigors of the teaching 
profession. 
In recent years, national reports have repeatedly expressed the need to 
strengthen teacher training. Because beginning teachers have varied problems, 
they need unique support and guidance during their induction into teaching. 
Mentor teacher programs have been designed as one option to assist beginning 
teachers in becoming competent professionals by proposing a new solution for 
providing this needed support. Massachusetts reform efforts reflect 
recommendations contained in the following reports; A Nation at Risk, 
National Commission on Excellence, 1983, Tomorrow's Teachers. Holmes 
Group, 1986, A Nation Prepared, the Carnegie Commission Report. 
The Joint Task Force on Teacher Preparation (1987), a creation of the 
M ssachusetts Board of Education, was charged with responsibility for 
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proposing recommendations for improving teacher education in the state 
colleges and universities within the Massachusetts public system of higher 
education. By October 1994, it is planned that the Massachusetts Department 
of Education will implement a statewide model of teacher preparation to 
improve the teaching process. The major professional component of teacher 
education will occur at the graduate level in the clinical masters degree 
program under the guidance of a team of three: a mentor teacher, an 
education professor and a liberal arts professor. The concept of the mentor 
teacher is a critical practical component among the recommendations of the 
Joint Task Force on Teacher Preparation (JTTP). 
The objectives of the Massachusetts Mentor Teacher Program are two¬ 
fold: 
♦ To assist the new teacher to make the transition from a novice to 
an experienced, reflective, fully provisional teacher; and 
♦ To provide opportunities for new growth for experienced teachers 
and new opportunities for increased collaboration between 
schools and colleges. 
In their final report, the JTTP recognized that school principals play a 
critical role in the evolution of a school climate that supports professional 
development. Although the Policies and Program Guidelines for the 
Massachusetts Mentor Teacher Program (1990) states that the school principal's 
support and leadership is an important part of the mentor effort, the roles and 
responsibilities of principals are not clearly defined. 
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With the implementation of a mentor teacher program in an individual 
school, changes are inevitable in the organizational structure and social climate 
of a school system. Historically, principals have had the primary responsibility 
for establishing and maintaining a collegial culture that supports teacher 
development within a hierarchical management structure. In 1994, principals 
in Massachusetts will become responsible for ensuring that the mentor teacher 
program is successfully implemented as an alternative teacher development 
mode. They will be expected to provide both mentor teachers and beginning 
teachers with support within the scope of a model for professional 
development that weakly defines the principal's role. 
The study presented here was conducted in a large urban district in 
Massachusetts which, as part of the 1989-1992 contract between the school 
committee and the teachers' union, established a formal mentor teacher 
program. The pilot program was conducted from December 1990-June 1991. 
The twenty-one mentor teachers and sixteen school principals participating in 
the pilot program were the subjects of this study. 
The first focus of the study was to determine the impact the principal 
makes in sharing, advancing and encouraging mentor teacher leadership. 
Fourteen of the sixteen principals responded to a questionnaire. Three 
principals participated in a one-on-one interview. 
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The second focus of the study was to assess what mentor teachers feel 
are effective leadership strategies employed by their principals as they assume 
a leadership role in their schools. 
A review of the published literature concentrated on four critical areas 
of research: Teacher Isolation, Mentor Programs and Mentor Teachers, Effective 
Schools and the Principal, and Collaboration and Shared Leadership. Highlights of 
the literature are summarized as follows: 
Teacher Isolation - 
♦ Environments that isolate teachers are obstacles to cooperation 
between principals and teachers; 
♦ Isolated teaching conditions impede professional growth; 
♦ Teacher isolation appears to be diminishing due to a number of 
initiatives that promote more collaborative forms of professional 
development within schools for both beginning and experienced 
teachers. 
Mentor Programs and Mentor Teachers - 
♦ Programs for beginning teachers can draw successfully on the 
expertise of experienced teachers; 
♦ Goals of new teacher programs include: 
- Improving teaching performance; 
- Increasing retention of promising beginning teachers; 
- Promoting the personal and professional well being of staff 
personnel. 
Effective Schools and the Principal - 
♦ Characteristics of effective schools include: 
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- Leadership; 
- Collaborative planning and collegial relationships; 
- Staff development; 
- Curriculum articulation and organization. 
♦ An effective principal: 
- Observes, monitors and evaluates instructional matters; 
- Creates a climate of high expectations and mutual respect; 
- Is forceful and energetic; 
- Is dedicated to instructional improvement. 
Benefits of shared leadership and collaboration include: 
- Increased instructional effectiveness of teachers; 
- Social support for the new teacher; 
- Group problem solving; 
- Mentor selection and training; 
- Effective strategies for improvement and reform. 
Results from the principal questionnaire revealed that the majority of 
the school leaders felt that the mentor teacher program was necessary in order 
to improve the quality of teaching in the district. Three principals answered 
four open-ended questions. The questions and summary responses include: 
What are the attributes of an effective principal? 
♦ Involves everyone in decision making and problem solving; 
♦ Shares ideas and concerns and provia s time for teachers to do 
the same; 
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♦ Has a vision and goals; 
♦ Is flexible; 
♦ Shares responsibilities; 
♦ Has high expectations; 
♦ Communicates; 
♦ Listens; 
♦ Encourages teachers to experiment, to take risks; 
♦ Keeps up with the latest techniques. 
What is it that the principal can do (or has done) to make the Mentor Teacher 
Program work? 
♦ Is involved with the matching of mentors and beginning teachers; 
♦ Encourages highly skilled, experienced teachers to become 
mentors; 
♦ Provides a climate for program to work. 
What is the role of Mentor teachers? 
♦ Gives support; 
♦ Provides guidance, ideas; 
♦ Is dependable; 
♦ Helps to shape new teachers' teaching style. 
What kinds of teachers make the best mentors? 
♦ One who keeps informed about the latest techniques; 
♦ A colleague who gives constructive criticism; 
♦ A professional who has good classroom and management skills; 
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♦ A person who is able to inspire and motivate students and can 
transfer that spirit to a new teacher; 
♦ Someone who is imaginative; 
♦ A teacher who is willing to share; 
♦ One who has time. 
Results from the mentor teacher questionnaire revealed the following: 
♦ Mentor teachers are stable and experienced personnel. They have 
been teaching from twelve to twenty-six years; 
Mentor teachers reported that the mentoring experience gives opportunities for 
professional growth in the following ways: 
♦ Relationship building with beginning teachers; 
♦ Relationship building with other mentor teachers; 
♦ New knowledge and reflection about new role. 
Highlights of the mentoring experience consisted of: 
♦ Sharing relationships; 
♦ Support of the mentor teacher committee and workshop leader; 
♦ Workshop/training session. 
Mentor teachers reported that the successes, causes, and conditions which were 
contributing factors were displayed principally in their enhanced ability to 
share and support a new teacher. 
Nevertheless, mentor teachers felt the principal's involvement was 
minimal. Some said the principal was not at all involved. Many indicated 
that although he/she was not involved, the principal did not interfere. In 
84 
some instances, the principal arranged for informal introductory meetings for 
all three parties, during which time the principal lent support by describing 
and explaining the confidential nature of the program. It was noted by one 
mentor that the principal made a special effort to meet the material needs of 
the mentee. 
Mentor teachers were further frustrated by: 
♦ The lack of common time between the mentee and mentor; 
♦ The formal program starting so late in the academic year; 
♦ Not being conveniently located near partner; and 
♦ Not having an opportunity to meet with mentors/mentees as a 
group. 
Conclusions 
A significant body of research has documented problems faced by 
novice teachers and have cited the need for mentor teacher programs designed 
to facilitate the transformation of beginning teachers into full fledged 
professionals. However, there is a significant gap in the body of research 
studies that have investigated the roles and relationships of the principal and 
mentor teacher in a mentor teacher program. 
The writings of Bird (1986), Groton (1973), Smith and Scott (1989) and 
others cited in Chapter II suggest that mentoring depends on the active 
support of the principal, the de facto school building leader. Zeichner (1979) 
determined that the success of induction programs seems to be closely related 
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to the degree to which principals and teachers understand and support the 
program. 
The results of my research substantiate three conclusions: 
♦ While mentor teacher programs were developed to 
counteract the isolated conditions which have come 
to characterize schools, the pilot mentor teacher 
program appears to have functioned as an isolated 
program within many of the schools in the district 
participating in the pilot program. 
The pilot mentor teacher program was judged to have provided 
concrete assistance to beginning teachers while at the same time promoting 
professional growth for mentors. Almost all of the twenty-three mentor 
teachers attended all five days of training that were designed to support them 
in their new complex role as mentor teacher. In addition to instruction on 
peer coaching and conferencing techniques and briefings about newly 
developed knowledge about adult development, mentor teachers shared 
experiences with their colleagues, sought advice from and supported one 
another during these sessions. The mentor teachers assessed the benefits from 
these training sessions to be highly positive. 
Formal training for the principals was severely curtailed. One after¬ 
school meeting was held for the sixteen principals who had mentor teachers in 
their school programs with members of the mentor committee. While only 
four principals attended this meeting, this was the only organized opportunity 
provided for them to meet together. 
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♦ Although they were not central participants in the 
implementation and development of the pilot 
mentor teacher program, principals by their words 
and their actions are supportive of the concept that 
shared leadership can successfully contribute to 
enhanced training and preparation for new teachers. 
The pilot mentor teacher program described in this study was 
implemented in sixteen schools in the district. Data collection included 
questionnaires and interviews. Although some principals indicated that the 
pilot program was "not necessary" and others "were not sure", the majority of 
principals concurred with the assessment that the program "is necessary to 
improve the quality of teaching in the district's schools." In their daily work 
with teachers, principals dted positive structures which they have created that 
promote the professional growth and development of their faculties. These 
include encouraging teachers to observe and to emulate the best of each 
others' work, providing an environment in which teachers can share in discrete 
areas of decision making, and inviting faculty and staff to participate in 
solving schoolwide problems. These activities would seem to indicate that 
many of these schools appear to be collegial, growth-oriented environments 
where adults can not only work together, but also learn from one another. 
♦ Mentor teachers did not positively view the principals' 
contributions to the pilot mentor teacher program. 
Securing the involvement and support of the principal is essential to the 
success of both mentor teachers and beginning teachers. Supervising 
beginning teachers is a challenging and rewarding responsibility. Principals 
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must see a need for and value the work of mentor teachers. Mentor teachers 
are valuable resources in making schools better places in which to teach and 
learn. 
Although academic research has well established that demonstrated 
leadership by the principal is a critical factor in the establishment of a 
successful school environment, more attention must be given to more clearly 
articulating the roles and responsibilities of the principal within this new 
model for teacher induction. 
Recommendations 
This study has revealed a number of areas requiring significantly 
greater attention: 
♦ For effective collegial success, it is essential that the unique 
role of the principal in a hierarchical organizational 
structure is acknowledged. 
The support of teachers, whether new teacher, veteran teacher, or 
mentor teacher, continues to be a primary responsibility of the school 
principal. However, with the assistance of mentor teachers, the responsibility 
for inducting new teachers into the profession can be successfully shared to the 
positive benefit of the entire school community. 
♦ Principals must take an active role in helping to establish 
and maintain shared leadership. Experience has shown that 
new programs rarely succeed without the support of the 
principal. 
Principals need to be convinced that when some of their tasks are 
shared, their position as principal is strengthened. As the new role of mentor 
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teacher is introduced in schools, opportunities to maximize occasions to 
support one another are needed for all individuals involved. In order to offer 
more than verbal support, the principal needs to become better informed of the 
goals, objectives, and long-term expectations of the mentor teacher program, as 
well as of the importance of their roles and responsibilities in offering tangible 
support for the success of the program for mentors, men tees and principals 
alike. Mentor teachers must receive support and recognition from principals. 
♦ Training sessions for both mentor teachers and principals 
need to be held prior to implementing a mentor teacher 
program. Information about the program needs to be 
shared with all staff members. 
When assuming new roles, people need assistance and preparation. 
Principals have worked hard to attain leadership responsibilities. Training 
sessions need to include and address the following: 
1. How does a principal learn to share power with teachers? 
2. What training will best enable teachers, principals and others to 
share leadership and responsibilities? 
Mentor teachers and principals require additional skills, and 
opportunities to develop new knowledge with respect to the unique needs of 
beginning teachers, the goals of the program, and the leadership roles and 
responsibilities of both principals and mentor teachers in cooperative non¬ 
threatening, supportive environments. 
♦ Collaboration must be recognized as an essential 
characteristic of effective schools. 
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Through team work, teachers and principals can embrace shared growth 
and leadership. The principal as team leader in a school plays a critical role in 
creating, promoting and maintaining a collaborative school environment for all. 
The principal can model and encourage collaborative behaviors among 
teachers. Successful school-based professional development must be developed 
in a school context that supports sharing and learning. 
♦ Prior to the implementation of changes in the state 
certification process, it would be advantageous if shared, 
adult collaborations become an established way of life in 
our schools since a team approach to induction has been 
adopted and will be implemented in 1994. 
Although the principal will not serve as an official member of the team 
that will provide clinical training to the new teacher, the role of principal can 
not be ignored. It is imperative that the mentor teacher, the education advisor 
and the liberal arts advisor from the participating college, as well as the 
principal, collaborate and openly communicate in order to best determine their 
relationship to one another and to determine how best they will individually 
and collectively assist and support the novice teacher. 
Teacher preparation is viewed as a process that involves school and 
college persons working together. Each person can make unique contributions 
to the development of new teachers. 
Though the model isolated the principal, the principal is the one 
individual who is in a position to remove building-level roadblocks. A team 
approach is essential. 
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♦ Professional development must be an integral part of a 
school's mission. It is imperative that the principal connect 
the mentor program to the basic fabric of the school so that 
it does not become an isolated program within the school 
body. 
The relationship between schools and higher education link research 
with practice. These relationships can provide school practitioners with access 
to the latest knowledge based on current research as well as various improved 
features of dynamic models for school improvement and organizational 
change. 
♦ Whereas the mentor teacher will play a role in the 
evaluation of the new teacher in the clinical experience, the 
summative evaluation of the teacher continues to be the 
sole responsibility of the school principal. This must be 
acknowledged in the implementation of ongoing efforts in 
the mentor teacher program in Massachusetts. 
The instructional leadership role of the principal is complicated due to 
obligations of evaluation. The principal is expected to both formally and 
informally provide positive reinforcement and corrective feedback to the 
beginning teacher. As experienced teachers help new teachers grow in their 
profession, principals will be able to provide better overall coordination for 
improved instruction in their schools - the ultimate goal of mentor teacher 
programs. 
♦ Future researchers may wish to determine if academic 
performance is impacted positively as a result of receiving 
instruction from a beginning teacher who is supported by a 
mentor teacher. 
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Because teachers are a school's greatest resource, teachers can assist each 
other to improve their teaching and their students' learning if given the 





LETTER FROM DIRECTOR, OFFICE OF RESEARCH AND DEVELOPMENT 
OFFICE OF RESEARCH AND DEVELOPMENT 
Director 
March 20, 1991 
Dear Ms. Powell: 
I am in receipt of your research proposal entitled 
"Shared Instructional Leadership: The Role of the 
Principal in Teacher Induction". 
Enclosed please find copies of the Zone Super¬ 
intendent and Principal/Headmaster approval forms for 
conducting research in the Public Schools. It 
is your responsibility to take these forms and have them 
signed by the Zone Superintendent and the Principal/ 
Headmaster of each district and school in which you plan 
to conduct research. Approval for this study is contingent 
upon your returning the signed consent forms to me. 
If you have any questions about this matter, please 
feel free to contact me at 
Sincerely, 
Director 




RESEARCH PROPOSAL REVIEW FORM 
OFTICB OF RE8gARCH AND DEVELOPMENT 
RESEARCH PROPOSAL REVIEW FORM 
Enclosed please find a proposal to conduct educational 
research in the ~ Public Schools. If approved, this 
study would directly involve your zone/school. This docu¬ 
ment is being sent to you for your input. Please return 
this completed form to the researcher who will forward it 
directly to my office. Thank you. 
Comments: 
Director 
Office of Research and Development 
Name of Researcher: Marjorie Powell_ 
Affiliation: University of Massachusetts, Amherst_ 
Title of Proposed Research Project: "Shared Instructional 
Leadership; The Role of the Principal in Teacher Induction" 
Topic of Proposed Research: impact of principal on encouraging 
teacher leadership 
REVIEWER:_(check one) _ SUPPORT _ REJECT 
Reasons:  
Signature:_ 
Please Krint Your Name: _ 









REQUEST LETTER TO ZONE SUPERINTENDENTS/PRINCIPALS 
Dear Zone Superintendent and/or Principal: 
As you are aware, I am on sabbatical leave in order to complete 
requirements for the degree of Doctor of Education at the University of 
Massachusetts, Amherst. 
Enclosed please find a copy of the executive summary of my research 
proposal. I am requesting your formal approval of my study on the enclosed 
Research Proposal Review Form in order that I may proceed with my research. 





RESEARCH PROPOSAL NOTIFICATION FORM 
OFFICE OF RESEARCH AND DEVELOPMENT 
Director 
RESEARCH PROPOSAL NOTIFICATION FORM 
The research proposal described below has been: 
x APPROVED _ DISAPPROVED 
.. Director- 
Office of Research & Development 
Name of Researcher: Marjorie Powell_ 
Affiliation:_University of Massachusetts, Amherst 
Title of Proposed Research Project "Shared Instructional 
Leadership: The Role of the Principal in Teacher Induction" 
Comments: 






1. How long have you been a principal? _years 
2. The Mentor Teacher Program is necessary to improve the quality of 
teaching in the District. 
Yes No Not Sure 
3. How many mentors in your school?_ If more than one mentor, 
did you select the team?_ 
4. How do you encourage experimentation in instructional techniques? 
5. Do experienced teachers in your school participate in peer coaching? 
Yes No 
6. Do you encourage teachers to observe one another and to discuss each 
others work? 
Yes No 
Please return the questionnaire and consent form in the enclosed envelope. 
Thank you very much for your assistance and cooperation. 
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APPENDIX F 
PRINCIPAL WRITTEN CONSENT FORM 
INSTRUCTIONAL LEADERSHIP: THE ROLE OF THE PRINCIPAL IN A 
MENTOR TEACHER PROGRAM. 
Dear Principal_: 
I am Marjorie Powell, principal of the School and a student 
at the University of Massachusetts, Amherst. The subject of my doctoral 
research is "Shared Instructional Leadership: The Role of the Principal in a 
Mentor Teacher Program." 
As part of this study, each principal with a mentor teacher in the pilot Mentor 
Teacher Program is being asked to complete the attached questionnaire and 
return it as soon as possible. Please place both the questionnaire and written 
consent form in the enclosed envelope. 
My goal is to analyze the responses of mentors and principals for presentation 
in my doctoral dissertation. However, to protect the anonymity of the 
respondents, I will not identify the School district, any school or person. 
Thank you for being a part of my research. As your colleague, I realize how 
busy you are and appreciate your cooperation and prompt assistance. 
Marjorie Powell 
DO NOT DETACH. PLEASE SIGN ONE COPY OF THIS FORM. KEEP 
THE OTHER FOR YOUR RECORDS. 
Participant's consent: I,_, have read the 




FOLLOW UP CONSENT FORM TO PRINCIPAL 
SHARED INSTRUCTIONAL LEADERSHIP: THE ROLE OF THE PRINCIPAL 
IN A MENTOR TEACHER PROGRAM. 
Dear Principal_: 
As you may recall from recent correspondence, I am conducting a study of 
principals and mentor teachers in the pilot Mentor Teacher Program. 
I have not received the questionnaire and consent form sent to you last month. 
Enclosed is another questionnaire for you to complete. As your colleague, I 
realize how busy you are and appreciate your cooperation and prompt 
assistance. 
Thank you for being a part of my research. 
Marjorie Powell 
DO NOT DETACH PLEASE SIGN ONE COPY OF THIS FORM. KEEP THE 
OTHER FOR YOUR RECORDS. 
Participant's consent: I,_, have read the statement 




INTERVIEW CONSENT FORM 
To: Principal 
From: Marjorie Powell, Doctoral Student, School of Education, 
University of Massachusetts, Amherst 
Re: Participation in doctoral research study - "Shared Instructional 
Leadership: The Role of the Principal in a Mentor Teacher Program" 
As you may know, I am currently on leave from my position as principal in 
the district and am in the process of completing requirements for a doctoral 
degree at the University of Massachusetts at Amherst. You are one of three 
principals with a mentor teacher in your school who is being asked to 
participate in an interview which will be included in my dissertation. You 
have been recommended to me by your zone superintendent and I am hoping 
that you will agree to participate in the study. 
In order to understand the principal's role in the Mentor Teacher Program, you 
will be asked open ended questions such as what is it that the principal can do 
to make the Mentor Teacher Program work? My goal is to incorporate and to 
analyze the responses from the interviews for presentation in my doctoral 
dissertation. 
The interview should take no more than one hour, will be audiotaped and I 
will later transcribe. In all of my materials, I will neither use your name, 
school, or identify the district. If I were to consider using any material in any 
way not consistent with that stated above, I would ask for your additional 
consent. 
Finally, in signing this form, you agree to take part in the study under the 
conditions set above. You are also assuring me that you will make no 
financial claims on me now, or in the future for your participation. 
Thank you for considering being part of my doctoral research. 
Marjorie Powell 
DO NOT DETACH. PLEASE SIGN ONE COPY OF THIS FORM. KEEP THE 
OTHER COPY FOR YOUR RECORDS. 
lt_, have read the above statement and 
agree to participate in the study under the conditions stated above. 





1. What are the attributes of an effective principal? 
2. What is it that the principal can do (or had done) to make the Mentor 
Teacher Program work? 
3. Define the role of Mentor Teachers. 
4. From the point of view of the effective principal, what kinds of teachers 
make the best mentor teachers? 
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APPENDIX J 
MENTOR TEACHER WRITTEN CONSENT FORM 
SHARED INSTRUCTIONAL LEADERSHIP: THE ROLE OF THE PRINCIPAL 
IN A MENTOR TEACHER PROGRAM. 
To Mentor Teachers: 
I am Marjorie Powell, principal of the School and a student at the 
University of Massachusetts, Amherst. The subject of my doctoral research is 
"Shared Instructional Leadership: The Role of the Principal in a Mentor 
Teacher Program." 
As part of this study, mentor teachers in your District are being asked to 
participate in my research by providing answers to questions. 
My goal is to analyze the responses of mentors and principals for presentation 
in my doctoral dissertation. However, to protect the anonymity of the 
respondents, I will not identify your District, any school or person. 
Thank you for being a part of my research. 
Marjorie Powell 
DO NOT DETACH. PLEASE SIGN ONE COPY OF THIS FORM. KEEP THE 
OTHER FOR YOUR RECORDS. 
Participant's Consent" I,_, have read the statement 




MENTOR TEACHER QUESTIONNAIRE 
Name: 
School: 
1. How long have you been a teacher?_years 
2. What opportunities for professional growth does the mentoring 
experience give? 
3. What are the highlights of the mentoring experience? 
4. What are the successes of the mentoring experiences? 
What cause the successes? What conditions allow for the successes? 
5. What contributions, if any, did the principal make to the mentorship? 
Was the principal responsible for contributing to the mentors success? 
6. What frustrations have you experienced? 
Thank you very much for your assistance. 
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